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The Bureau of Special Education (BSE) is pleased to highlight the leadership that 

‐

the Connecticut State Advisory Council (SAC) provides on special education 
matters to our State.  The SAC has been authorized by the Individuals with Dis‐
abilities Education Act (IDEA) since the Act’s inception in 1975 to serve in an ad
visory capacity on statewide special education issues.  The IDEA requires repre‐
sentative membership which includes parents, teachers, individuals with dis‐
abilities, state officials, program administrators, and representatives from the 
following areas: 
 

• Institutions of higher education that prepare special education and related 
services personnel; 

• Other State agencies involving in financing or delivery of related services 
• Private and public charter schools; 
• Vocational, community, or business organizations concerned with the pro‐

vision of transition services; 
• State child welfare agency responsible for foster care; and 
• State juvenile and adult corrections agencies. 

 
SAC is also authorized to serve under Chapter 164 Section 10‐76i of the Con‐
necticut General Statutes.  In their capacity on the SAC, members are charged 
with advising the Connecticut General Assembly, State Board of Education, and 
the Commissioner of Education on policy, statewide practices, and legal issues 
concerning the needs of school age children eligible for special education ser‐
vices.  Additionally, the SAC addresses all five goals of the comprehensive Plan 
of the State Board of Education, which can be viewed at http://www.sde.ct.gov/
sde/lib/sde/pdf/commish/comp_plan06‐11.pdfn.  For 2008‐09, Brenda Sullivan is 
serving as the Advisory Council Chair.  For more information about the SAC, 
specific SAC required mandates under federal law, annual reports, and annual 
activities with the BSE, please visit:  http://www.ctsac.org/index.cfm?
event=page.index. In our next Featured Story, the BSE will highlight leadership 
support through the Connecticut Parent Advocacy Center. 
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Mark Your Calendars… 

• SEDAC – Oct. 1 Child Count Timely  Deadline: December 15, 2008 

• SEDAC – Oct. 1 Child Count Accurate Deadline: December 23, 2008 

Still Water Pond 
in Torrington, CT 

Photo by Katherine Ryan 

THE BUREAU 
BULLETIN 

Connecticut State Advisory Council (SAC) on Special 
Education 



THE BUREAU BULLETIN 
November 2008, Volume 1, (4)  

 

Connecticut State Department of Education 
Division of Family and Student Support Services 

Child Find is a process designed to identify, locate and evaluate individuals 
(birth through 21 years of age) with disabilities who may need special education 
services.  State and local educational agencies are given the responsibility by fed‐
eral and State laws to conduct child find activities so that children who need spe‐
cial services have the opportunity to receive those services.  This requirement 
has been in place since the beginning of legislation for serving children with dis‐
abilities in P.L. 94‐142 in 1975.  OSEP encourages states to assess the comprehensiveness of their Child Find 
systems.  Each statewide system should include procedures for public awareness, referral, screening of health 
and development as components of a comprehensive Child Find system.  Child Find activities should be co‐
ordinated across state and local agencies to ensure efficient use of resources.  As part of monitoring for com‐
pliance with the IDEA, the BSE examines policies and procedures related to Child Find and seeks to provide 
the necessary technical assistance for strengthening a comprehensive Child Find system—at state and local 
levels.  The Connecticut Parent Advocacy Center (CPAC), an agency partnering in this process, provides 
guidance to families concerning the identification process—this information is located on the CPAC website.  
Additionally, readers are encouraged to review IDEA information on what a Child Find system entails:  
http://www.childfindidea.org/elements.htm.  An addition was made in IDEA 2004 to specify children who 
are homeless or wards of the State found in Section 612 (a)(3)(A):   
All children with disabilities residing in the State, including children with disabilities who are homeless children or 
are wards of the State and children with disabilities attending private schools, regardless of the severity of their dis‐
abilities, and who are in need of special education and related services, are identified, located, and evaluated and a practi‐
cal method developed and implemented to determine which children with disabilities are currently receiving needed spe‐
cial education and related services.  
The US Office of Special Education Programs  (OSEP) provides guidance addressing the challenges that come 
with engaging in Child Find activities with the homeless population:  http://www.rrfcnetwork.org/content/
view/265/47/.  Please stay posted for information regarding Child Find through the Bureau Bulletin. 

State of the State 
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Child Find Requirements 

Monitoring:  Updates 

Connecticut will be submitting its third Annual Performance Report based on 2007‐08 data to OSEP on Febru‐
ary 2, 2009.  Stakeholders have been meeting around 20 indicators to look at data and analyze improvement 
activities.  We would like to thank those districts who have diligently assisted the BSE in ensuring data has 
been timely and accurate.  Connecticut was determined to meet requirements for the 2005‐06 school year, and 
need assistance for the 2006‐07 school year due to some areas of noncompliance.  District APRs are scheduled 
to be disseminated in early spring 2009.  Focused monitoring will concentrate on the area of academic 
achievement as defined by the following Key Performance Indicator (KPI):  Increase the effectiveness of efforts to 

educate students with an IEP as demonstrated by improved: 
• procedural compliance with IDEA;  
• participation in statewide assessments; and  
• performance in statewide assessments. 

This KPI is directly aligned with Indicator 3 Participation and Performance on Statewide 
Assessments of the State Performance Plan (SPP).  Districts selected for monitoring 
will be notified by the end of December. 
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The attached memo provides clarification regarding how a district should count 
hours as Time‐with‐Non‐Disabled Peers (TWNDP) as it relates to the participa‐
tion of students with disabilities in job placements and other community‐based 
training opportunities as well as in regular classroom settings.  This guidance was 
issued in a December 2002 Memorandum and still reflects the Bureau of Special 
Education’s current guidance on this topic.  For more information regarding 
TWNDP as it relates to job placements or community‐based setting, contact Dr. 

Patricia Anderson at 860‐713‐6923 or patricia.anderson@ct.gov.  If you have any questions regarding TWNDP 
as it relates to regular education classes, contact Michael Smith at 860‐713‐6931 or michael.s.smith@ct.gov. 

Students in Parentally Placed Private Schools: Requirements 

From time to time the BSE receives inquiries from districts and parents for clarification on responsibilities as‐
sociated with Child Find, IEP implementation, and services for children with disabilities when the parent or 
legal guardian has voluntarily placed the child in a private school.  Three major requirements include: 

a.  Consultation:  Each school district must consult yearly with private school representatives and repre‐
sentatives of parents of parentally placed private school children with disabilities regarding child find; 
the determination of the proportionate amount of federal funds available to serve such children; the 
consultation process and how it will operate throughout the school year to ensure that parentally 
placed private school children with disabilities identified through child find can meaningful participate 
in special education and related services; and how, when there is disagreement regarding the provision 
or type of services, the school district will explain their decisions.  Once this consultation has occurred, 
the school district shall obtain a written affirmation signed by the representatives of the participating 
private schools located within the school district.  This information is submitted as a requirement with 
the LEA’s IDEA grant application. 

b.  Child Find:  The school district shall conduct all child find activities for private school children with 
disabilities who are attending private schools located within that school district.  This includes the loca‐
tion, identification and evaluation of all such private school children with disabilities.  The funds util‐
ized for these purposes are cannot to be used in determining whether the LEA has met its obligation 
with proportionate share. 

c.  Services Plan:  After the consultation process and child find activities are completed, each school dis‐
trict must make the final decision about what services will be provided.  No private school child with a 
disability has an individual right to receive some or all of the special education and related services 
that the child would receive if enrolled in a public school.  However, a services plan must be developed 
and implemented for each child with disabilities who has been designated by the school district (in which 
the private school is located) to receive special education and related services.  Each services plan must 
describe the specific special education and related services the school district 
will provide to that child in light of the services the school district has deter‐
mined it will make available to private school children with disabilities. 

Readers should refer to guidance in the 2007 SDE Frequently Asked Questions 
and Services Plan presentation or contact Brian Cunnane at 
brian.cunnane@ct.gov.  As noted in the October Bulletin, OSEP has its own FAQ 
available for ages 3‐21 concerning this topic. 
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An updated directory of approved private special education programs is now avail‐

 

 

able on our website.  Each special education program updated its program descrip‐
tion, as appropriate, and updated its contact information.  For more information 
about approved private programs in special education or about the process for be‐
coming an approved private program, contact Donna Cambria by e‐mailing 
donna.cambria@ct.gov. 

Surrogate parents are responsible for representing the student in all matters re‐
lating to special education.  This includes identification, evaluation, placement 
and provision of a free and appropriate public education (FAPE).  Surrogate 
parents are also responsible for participating in the IEP planning process.  A 
Surrogate Parent is appointed by the SDE for any child committed under the 
Department of Children and Families (DCF) who needs or may need special 
education services.  Upon appointment, Surrogate Parents now commit to state‐
wide travel in order to maintain their assignments to students in the event that 
the student’s residence is changed, so as to provide the student with enhanced 

stability in their educational programming.  The Connecticut Surrogate Parent Program is overseen by Chris‐
tine Spak with the BSE.  Requests for information about this program and surrogate parent appointments can 
be directed to her by e‐mailing surrogate.office@ct.gov.  Please check our website for opportunities to serve as 
a contracted surrogate parent by visiting http://www.sde.ct.gov/sde/cwp/view.asp?a=2651&q=320416.  
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Transition Assessment Resource Manual Available 

BSE Welcomes New Support Staff 

Readers may wish to view the new Transition Assessment Resource Manual recently posted to SDE/BSE’s 
website:  Publications/Secondary Transition.  Please check:  http://www.sde.ct.gov/sde/cwp/view.asp?
a=2678&Q=320730#publications or contact Dr. Patricia Anderson for more information. 

The BSE is excited to announce recent staffing changes. Lisa Spooner moved from the Due Process Unit to 
now serve as the administrative assistant to the BSE Bureau Chief, Anne Louise Thompson.  Ms. Spooner will 
also continue supporting Due Process efforts.  Marlene Chameroy has resumed her extensive responsibilities 

as support staff to BSE education consultants.  Tomorra Williams now assists 
the Surrogate Parent Office.  The BSE was also fortunate to complete the hiring 
of two new support staff:  Katherine Taylor and Regina Scharborough.  Ms. 
Taylor and Ms. Scharborough have recently joined us and will be assuming 
office duties   across multiple areas. The BSE is extremely grateful for the en‐
ergy, professionalism, and personal best each staff member contributes indi‐
vidually and overall to the BSE team!   
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For students with disabilities, questions arise about whether the information conveyed by report cards and 
transcripts can include information about the students’ disabilities, including whether those students re‐
ceived special education and related services.  The Office for Civil Rights in the United States Department of 
Education recently issued guidance to provide state and local education agencies with information concern‐
ing disclosure of disability on report cards and transcripts for students with disabilities attending public ele‐
mentary and secondary schools, under Section 504 of the Rehabilitation Act of 1973 (29 U.S.C. § 794) and its im‐
plementing regulation (34 C.F.R. Part 104) and Title II of the Americans with Disabilities Act of 1990 (42 U.S.C. § 
12131 et seq.) and its implementing regulation (28 C.F.R. Part 35).  The document also discusses two other rele‐
vant federal laws, the Individuals with Disabilities Education Act of 2004 (20 U.S.C. § 1400 et seq.) and its imple‐
menting regulation (34 C.F.R. Part 300) and the Family Educational Rights and Privacy Act (20 U.S.C. §1232g) 
and its implementing regulation (34 C.F.R. Part 99).  Please refer to newly released federal guidance concern‐
ing this issue at:  http://www.ed.gov/about/offices/list/ocr/letters/colleague‐20081017.html. 

The State Personnel Development Grant (SPDG) is a federal grant received by 
the BSE for a five year period.  The grant was awarded in October 2005 and is 
currently coordinated by Dana Corriveau, a BSE education consultant.  There 
are four target areas that the grant funds: scaling up evidence based practices; 
building collaborative relationships between families and schools; developing 
an early intervention best practice training manual; and certifying paraprofessionals to become highly quali‐
fied special education teachers.  This grant award is often referenced in the context of providing personnel 
development and technical assistance opportunities aligned with the State Performance Plan. 
 
SERC is scaling up evidence‐based practices in the areas of positive behavior supports (PBS), early interven‐
tion, and literacy teams.  Districts demonstrating best practices in these areas have been identified and will be 
available to partner with other districts to scale up these practices beginning this spring.  Paraprofessionals as 
Certified Educators (PACE) is being done by Southern Connecticut State University (SCSU) in four urban 
districts including New Haven, Hartford, Bridgeport and Waterbury.  This is to build a highly qualified spe‐
cial education teaching pool in these districts and to have a teaching population as diverse as the students 
being served.  Waterbury is currently beginning the application process, while the other three cohorts are fin‐
ishing their programs.  Building Collaborative Relationships with Families and Schools is being done by the 
Connecticut Parent Advocacy Center (CPAC).  There are six districts involved in this work.  Connecticutʹs 
Birth to Three System has revised its natural environment guidelines and will be publishing a training man‐
ual and DVD to demonstrate best practices in early intervention.  Training for services provided is scheduled 
to take place in January. 
 
Please continue to check the Bulletin for postings and announcements concerning updates and trainings that 
are part of the SPDG efforts or by contacting Dana Corriveau  at dana.corriveau@ct.gov. 

State Personnel Development Grant Overview 

Bureau Happenings 
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In the October 2008 Bulletin, the BSE highlighted a short segment on the RESC Alliance and described how 
each region of Connecticut has a specific Regional Education Service Center (RESC) geographically posi‐
tioned to address needs of consumers.  Additionally, the RESC organizations work together to meet broader 
statewide needs through the RESC Alliance.  In this edition of the Bulletin, each RESC presents a sample of 
the services available in the attached overview. Readers are encouraged to contact area RESCs separately for 
additional information using the contact information provided.  There are many exciting initiatives underway 
and exciting opportunities for future collaboration among RESCs, districts, the SDE, SERC, and other organi‐
zations committed to serving Connecticut children, youth, and families.  Get to know the RESC in your re‐
gion!  
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LEARN 

Learning Disabilities Guidelines Professional Development 

For more information and news on the upcoming training sessions about the soon to be published Guidelines 
for the Identification of Students with Learning Disabilities, please access the IDEA Partnership site, Shared Work 
at the following web address www.sharedwork.org.  Sign in and scroll to the bottom of the page and click on 
NCLB/IDEA Collaboration Community.  Click on Connecticut on the left.  The password for entrance is 
CTLD.  Please contact either Perri Murdica (860‐713‐6942; perri.murdica@ct.gov) or Patricia Anderson (860‐
713‐6923; patricia.anderson@ct.gov) with any questions you may have.  Information regarding January roll‐
out sessions will be updated as information becomes available.  Keep an eye on the Bulletin for updates!  

Expanding Horizons Conference 
The 11th Annual Conference on Educating Students with Disabilities in General Education Classrooms is on 
December 9, 2008, at the Crowne Plaza Hotel from 8:00 am to 4:00 pm.  The theme for this year is Expanding 
Horizons: Technology Benefits All Students.  Please visit the SERC website for additional information or 
download the printable brochure. 
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Disclaimer:  Contents  of  this  document  do  not 
necessarily imply endorsement. Information contained 
in  the  Bulletin  is  in  the  public  domain. Readers may 
download  and  distribute  a  PDF  version  of  this  and 
archived newsletters by going to the CSDE website for 
these and other BSE publications.  

 
 
 

We often hear how important the three Rʹs are in dropout prevention:  Rigor, Relevance, and Relationships. 
Looking at the third R, Relationships, we naturally think first about the connections teachers and other school 
personnel are making with students‐ engaging them at a personal level; knowing each of them, their inter‐
ests, their special problems, and their aspirations; caring about them as individuals; and thus not letting them 
fall through the cracks.  The National Dropout Prevention Center is a resource available to districts and agen‐
cies. Please check out the latest newsletter from the organization (attached).  Back to Inside this Issue 
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partment of Education, 25  Industrial Park Road, Middle‐
town, CT  06457‐1543, 860‐807‐2071. 

Nondiscrimination Statement 

Parent/educator teams are currently available to meet the growing number of requests for presentations 
about the basics of transition planning and services.  These presentations can be customized to meet the 
needs of a specific target audience.  The presentations provide an overview of the essentials that every parent, 
family member, and service provider needs to know about this topic.  Please note that this training session on 
Secondary Transition Planning for students receiving special education services is available to your district/
organization at NO COST (availability limited only by budgeted funds for the year).  If you are interested, 
please complete and return the attached registration flyer or contact Karen Stigliano at 860‐632‐1485, X 317 or 
stigliano@ctserc.org for more information.  

Secondary Transition Presentation Support Available 

National Dropout Prevention Center’s Newsletter—Focus on Families 

Back to Inside this Issue 

For nearly 40 years, many members of Connecticut’s education community have as‐
sociated the State Education Resource Center (SERC) with its library.  When SERC 
was founded as the Special Education Resource Center in 1969, it housed its library 
in a small classroom and media room at St. Joseph College.  Today, the SERC Li‐
brary has grown exponentially, annually serving about 11,000 educators, adminis‐
trators, service providers, college faculty and students, and parents and families across Connecticut at its 
Middletown location and many more through its Web pages.  The library, located in Middletown at the State 
Office Building at 25 Industrial Park Road, offers thousands of educational resources such as books, instruc‐
tional materials, tests, CD‐ROMs, journals, online databases, and more.  (Please review full Article) 

SERC Library:  Beyond the Shelves 
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                           Questions and Answers Regarding 
       Parentally Placed Students in Private Schools                         
 
1.  Did the Reauthorization of the Individuals with Disabilities Education Act (“IDEA 2004”) change 
the federal law regarding the responsibility for the provision of special education services to students 
with disabilities placed by their parents in private elementary and secondary schools where a free, 
appropriate education (“FAPE”) is not at issue? 
 


YES, IDEA 2004, the reauthorization of the federal special education law, which went into 
effect July 1, 2005, has changed the town of responsibility for the provision of special 
education services to students with disabilities placed by their parents in private elementary 
and secondary schools where FAPE is not at issue.   
 
The law has not changed regarding the responsibility for the provision of special education 
services to students with disabilities placed in private schools by their local school districts; if 
the local school district (town of residence) places a student with disabilities in a private 
school, the local school districts (town of residence) remains responsible for the provision of 
special education services to that student. 


 
 
2.  How has the law changed? 
 


Prior to IDEA 2004, the student’s town of residence was responsible for the provision of 
special education services to a student with disabilities placed by their parents in a private 
school no matter where the private school was located.  IDEA 2004 has changed this 
requirement: the responsibility for the provision of special education services to students 
with disabilities placed by their parents in private elementary and secondary schools now 
lies with the school district in which the private school is located.    NOTE:  Private pre-
kindergarten programs are not considered private schools for purposes of this change in the law 
unless such private pre-kindergarten program is part of a private school that also offers 
education in any grade from kindergarten through grade twelve. 


 
 
3.  Must Connecticut implement this change in IDEA 2004? 
 


YES.  IDEA 2004 is a federal law that Connecticut must implement and enforce. 
 
 
4.  What are the responsibilities of a school district regarding students with disabilities placed by their 
parents in private elementary and secondary schools located within that school district? 
 


A school district must do the following with regard to students with disabilities placed by their 
parents in private elementary and secondary schools located within their school district: 


 
a.  Consultation:  Each school district must consult with private school representatives and 
representatives of parents of parentally placed private school children with disabilities 
regarding child find; the determination of the proportionate amount of Federal funds available 
to serve such children; the consultation process and how it will operate throughout the school 







year to ensure that parentally placed private school children with disabilities identified through 
child find can meaningful participate in special education and related services; and how, when 
there is disagreement regarding the provision or type of services, the school district will 
explain their decisions.  Once this consultation has occurred, the school district shall obtain a 
written affirmation signed by the representatives of the participating private schools located 
within the school district. 
 
b. Child Find:  The school district shall conduct all child find activities for private school 
children with disabilities who are attending private schools located within that school district.  
This includes the location, identification and evaluation of all such private school children with 
disabilities.   
 
c. Service Plans:   After the consultation process and child find activities are completed, each 
school district must make the final decision about what services will be provided to parentally 
placed private school children with disabilities.  No private school child with a disability has an 
individual right to receive some or all of the special education and related services that the 
child would receive if enrolled in a public school.  However, a services plan must be developed 
and implemented for each child with disabilities who has been designated by the school district 
(in which the private school is located) to receive special education and related services.  Each 
services plan must describe the specific special education and related services the school 
district will provide to that child in light of the services the school district has determined it 
will make available to private school children with disabilities.   
 
Q:  You state in the fourth sentence of the previous paragraph that the Service Plan must 
describe the specific special education/related services the school will provide.  I guess 
“will provide” is confusing to me.  Does this mean that if a child needs both special 
education instructional assistance from a tutor and speech/language, the LEA might say 
“well since we are only providing tutors this year, then we are not going to put the 
Speech/Language needs on this Service Plan.”? 
 
d. Meetings:  For each parentally placed private school child with a disability who will receive 
special education and related services from the school district as described above, the school 
district must initiate and conduct meetings, that include each child’s parents, to develop, 
review and revise the  services plan for each child for whom a services plan has been 
developed (as described above). 
 
e.  Reevaluations:    For each parentally placed private school child with a disability, the school 
district in which the child’s private school is located must perform a reevaluation of the child at 
least every three years (unless the school district and the parents agree it is not necessary) or 
more often if conditions warrant a reevaluation. 
 
 


5.   If the district has already it’s entire proportional share for services, does this end their 
responsibility for completing evaluations and re-evaluations? 
 


NO.  IDEA 2004 states that “the cost of carrying out the child find requirements, 
including individual evaluations, may not be considered in determining if an LEA has met 
its obligation”. 


  







 
 
6.  Can Due Process be used regarding complaints that a school district has not complied with the 
IDEA requirements applicable to parentally placed private school children? 
 


 “Due Process is not available to parents if they have concerns regarding a school 
district’s complying” with IDEA requirements regarding the consultation process, the amount 
of funds expended by school districts to meet the requirements, decisions about the services 
that will be provided to parentally placed private school children, or the implementation of 
specific services plans for individual children.  However, the state Complaint Resolution 
Process may be used for such complaints.  Due Process is available for complaints regarding a 
school district’s performance of child find activities, evaluations and reevaluations.   
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  For nearly 40 years, many members of Connecticut’s education community have 
associated the State Education Resource Center (SERC) with its library. When SERC was founded 
as the Special Education Resource Center in 1969, it housed its library in a small classroom and 
media room at St. Joseph College. Today, the SERC Library has grown exponentially, annually 
serving about 11,000 educators, administrators, service providers, college faculty and students, 
and parents and families across Connecticut at its Middletown location and many more through 
its Web pages. The library, located in the State Office Building at 25 Industrial Park Road, offers 
thousands of educational resources such as books, instructional materials, tests, CD‐ROMs, 
journals, online databases, and more.  


  The SERC Library can specifically help educators tackle various indicators from the State 
Performance Plan. For example, the collection includes a wealth of material on transition for 
addressing Indicator #14—“Post‐Graduation”—which measures the percent of youth with IEPs 
who are either competitively employed or enrolled in postsecondary school within one year of 
leaving high school. Resources covering transition include Marge Christensen Gould’s book 
Developing Literacy and Workplace Skills (2002), which provides a framework for teachers to 
reorganize their classrooms to mirror a workplace setting. An updated version (2005) of Robert 
Flexer’s work on transition planning provides a new focus on the role of teachers and other 
professionals, and a fourth edition of Paul Wehman’s landmark text Life Beyond the Classroom 
(2006) has over 700 pages of material from some of the best‐known researchers. Other 
material covers person‐centered planning, a practical guide for teachers on working with 
families and community agencies, and curriculum modules for special education students on 
decision‐making, job skills, and other areas. The SERC Library also maintains an extensive 
families collection, including materials on transition to postsecondary school or work. 


  The SERC Library catalogue is available online, and other online databases can be 
accessed within the library. These include Education Full Text, ERIC, Education Research 
Complete, the Psychology & Behavioral Sciences Collection, ScienceDirect, and Sage Journals 
Online. We also are continuously adding new online journals.  Patrons may borrow up to three 
resources from each of the library’s 10 collections: Books, Family Books, Young People’s Books, 
Tests, Instructional Materials, In‐service Education, School‐Family‐Community Partnership 
Resources, CD‐ROM Software Programs, Vertical File Resources (pamphlets and booklets), and 
Web Resources.  


  The SERC Library is open to the public and is located at the rear entrance of 25 Industrial 
Park Road, Middletown. Hours: Monday and Friday 8:30 a.m. to 4:30 p.m., Tuesday through 
Thursday 8:30 to 7:00 p.m., and most Saturdays (Sept.‐May only) from 9:00 a.m. to 1:00 p.m. 
Hours and closings subject to change; call (860) 632‐1485 (option 4) before you visit. For more 
information, visit www.ctserc.org and click on “Library.”  
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About This Report 
This report examining special education in the nation’s high schools was prepared by the Editorial Projects in 
Education Research Center, which received support from the Bill & Melinda Gates Foundation. Editorial Projects in 
Education is a nonprofit, tax-exempt organization based in Bethesda, Md. Its primary mission is to help raise the 
level of awareness and understanding among professionals and the public of important issues in American 
education. EPE covers local, state, national, and international news and issues from preschool through the 12th 
grade. Editorial Projects in Education Inc. publishes Education Week, America’s newspaper of record for 
precollegiate education, Teacher Magazine, edweek.org, and the Top School Jobs employment resource. It also 
produces periodic special reports on issues ranging from technology to textbooks, as well as books of special 
interest to educators. 


The EPE Research Center, a division of Editorial Projects in Education, conducts annual policy surveys, collects data, 
and performs analyses that appear in the Quality Counts, Technology Counts, and Diplomas Count annual reports. 
The center also produces independent research reports, contributes data and analysis to special coverage in 
Education Week, Teacher Magazine, and edweek.org, publishes the monthly Research Connections Newsletter, 
hosts live Web chats on research topics, and maintains the Education Counts and EdWeek Maps online data 
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Executive Summary 


The nation’s public school systems collectively educate more than 6 million students with disabilities, about nine 
percent of the school-age population. Nearly one-third of those disabled students are of traditional high school 
age. This new report from the EPE Research Center examines a variety of challenges crucial to understanding 
special education in today’s high schools, including the types of educational settings in which services are 
provided, the diagnosis of disabilities, overrepresentation of particular student groups, school discipline, academic 
achievement, high school completion and transitions into adulthood. 


What do we know about students with disabilities today?  


More than at any other time in the history of American education, youth with disabilities receive instruction in 
school settings similar to those serving the general student population, continuing the trend of mainstreaming. 
This movement toward greater educational inclusion has resulted from decades of litigation, federal law, and local 
policymaking. The total number of students in special education programs is also on the rise, a development fueled 
in large part by rapid growth in two particular disability categories—Other Health Impairments (which includes 
attention deficit hyperactivity disorder or ADHD) and Specific Learning Disabilities (which encompasses a wide 
variety of diagnoses that do not fit under other existing classifications).  


The choice of method for diagnosing disabilities remains a contentious issue. A new approach to identifying 
learning disabilities recognized by the 2004 reauthorization of the federal Individuals with Disabilities Education 
Act (IDEA)—Response to Intervention or RTI—has emerged as an alternative to traditional discrepancy-based 
models. The severity of disabilities generally falls along a wide continuum. As a result, it can prove difficult to 
accurately identify certain conditions or to distinguish between a student who exhibits low achievement due to a 
disability and one whose low performance is attributable to other factors. The sensitivity and accuracy of 
procedures for diagnosing disabilities are, therefore, critical factors in the provision of special education services. 


Controversy over the rates at which certain demographic or socioeconomic groups are represented within the 
population of students with disabilities remains a prominent feature of public debates over special education. This 
report and other research consistently find that particular student groups are much more likely to be enrolled in 
special education programs. African Americans students are identified with disabilities 40 percent more often than 
the national average and are twice as likely to receive diagnoses for mental retardation and emotional 
disturbance. Native Americans are also numerically overrepresented in special education, while Asian Americans 
are underrepresented. White and Hispanic students fall close to the national average. Across racial and ethnic 
groups males are diagnosed with disabilities at two times the rate of female students. Research demonstrates 
clear patterns of numerical overrepresentation for certain groups. However, much less is known about the more 
complex dimensions of the phenomenon, including the underlying patterns of risk for experiencing a disability 
(which may differ across subgroups) and the implications of local variations in diagnostic and referral procedures.  


In terms of school experiences and outcomes, special education students are generally more likely to become 
involved in major disciplinary incidents like suspensions and expulsions than are their peers in general education 
programs. Likewise, students with disabilities attain significantly lower levels of academic performance than the 
average student. In both cases, however, we observe a great deal of variation within the special education 
population, with certain disability classifications much more likely to be associated with negative educational 
outcomes. Such achievement gaps have gained new salience given the rise of performance-based school 
accountability and the increasing inclusion of students with disabilities in both federal and state testing and 
accountability systems. 
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Completing high school and transitioning into adulthood represent critical stages of life for all young people. 
Students with disabilities, like their peers, aspire to take part in a wide range of activities as they leave high school 
and enter adult life. Yet, our analysis shows that students with disabilities graduate from high school at lower rates 
than their peers. In addition, compared with the general student population, those disabled student who do finish 
high school appear to be more likely to earn an alternative credential as opposed to a regular diploma. Once they 
are out of high school, students with disabilities follow a wide variety of paths. Nearly 8 in 10 of those young adults 
engage in some form of activity related to employment or postsecondary education, with many pursuing both. 
Such a diverse range of outcomes poses significant challenges for the secondary education programs charged with 
preparing students with disabilities for the transition into adult life. 


How can we strengthen special education for tomorrow’s students? 


A number of concerns repeatedly surfaced in our investigation of the factors that define the state of special 
education in the nation’s high schools. We believe that attention to these issues can help to strengthen the future 
efforts of both policymakers and educators. 


Knowledge is Power—Detailed, high-quality data on the population of students with disabilities represents a 
critical foundation of knowledge necessary to inform the broader enterprise of special education, through 
monitoring and evaluating the quality of services, tracking the outcomes of students with disabilities, setting 
realistic but meaningful expectations for performance, and developing more effective and well-calibrated 
approaches to policymaking and school-based practice. 


Filling in the Gaps—Attempts to gain a deeper understanding of the experiences of high school-age special 
education students continue to be hampered by two central factors. First, widely accessible data and research on 
students with disabilities tend to deal with very broad age ranges, which makes it difficult (if not impossible) to 
focus specifically on high school-age students. In addition, those studies and data collections often involve only the 
disabled population. While such sources—to varying degrees—provide valuable insights on students with 
disabilities, they may offer no way to directly compare their experiences with those of the general, nondisabled 
student population. 


Appreciating Diversity—The disabled population is clearly not monolithic. Across virtually any dimension that 
can be examined, we find significant differences in outcomes and experiences. In particular, such considerations as 
the type and severity of an individual’s disability appear to reach into every aspect of life. Nonetheless, students 
with disabilities are often discussed by the public and treated by policy as if they were a homogenous group with a 
common set of capabilities and needs. The next generation of educational policy and practice should be guided by 
a more enlightened understanding of diversity within the population of individuals with disabilities. 


Opening the Black Box—In some respects, this report on special education at the high school level may be 
noteworthy for what it has not been able to examine. For example, not much has been said regarding the specific 
types of services received by special education students or their quality. The reason for this omission is that 
surprisingly little is really known. Federal and state agencies routinely collect data about the inputs and outputs of 
special education, the characteristics of students with disabilities and certain outcomes. But comparatively scant 
attention has been devoted to systematically understanding the process through which special education services 
are delivered and the effectiveness of those services. As is true more generally of American education, what goes 
on within the schoolhouse—whether in a mainstream classroom or a pull-out session for students with 
disabilities—has long been considered an exclusive purview of local educators. Efforts to accurately identify and 
diagnose students with disabilities, to ensure that appropriate services are planned and delivered, to evaluate the 
quality of services, and to develop and disseminate effective interventions can progress only so far until a 
concerted and broad-based effort is made to truly open the proverbial black box and examine actual the process 
and practice of special education. ■ 
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A Portrait of High School Special Education 


More than 6 million students with disabilities receive services in federally-supported special education programs. 
That constitutes about nine percent of the nation’s school-age population. Nearly one-third of those students with 
disabilities are of traditional high school age (14 to 17).


1
 As is true at all ages, students who receive special 


education at the high school level display a broad spectrum of conditions that range from learning disabilities to 
visual and hearing impairments to emotional disturbances. The severity of those conditions and the extent to 
which they impact an individual student’s ability to learn in school also vary considerably, both across and within 
particular disability classifications. 


Societal perspectives on disabilities have evolved a great deal over time, as has the treatment of youth with 
disabilities inside and outside formal educational settings. For instance, efforts to bring greater numbers of 
students with disabilities into the mainstream of the education system gained momentum as the civil rights 
movement sought to expand educational opportunities for historically-underserved groups more generally. In later 
years, as part of the broader standards-based reform movement and in reaction to growing public concern 
regarding the academic achievement and life outcomes of those students, the focus of policy activity shifted from 
ensuring a basic right to an education to improving access to the general education curriculum and holding public 
school systems more accountable for the educational opportunities provided to students with disabilities 


This report provides an overview of several key issues central to understanding special education in the nation’s 
high schools. 


 Educational settings 


 Diagnosing disabilities 


 Disproportionate representation 


 School discipline 


 Academic achievement 


 High school completion 


 Transitions to adulthood 


All of those factors shape the experiences of students receiving special education services in American high 
schools. However, some issues prove to be unique to or especially salient for adolescents and young adults: 
disciplinary referrals, completing high school, and transitions to further education or employment.   
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SOURCE:  EPE Research Center, 2008.  Data from U.S. Department of Education, Office of Special Education Programs. 
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Educational Settings 


Knowledge Base 


Throughout much of the nation’s history the disabled were viewed as “uneducable” and routinely barred from 
attending public schools.


2
 Youth with disabilities were typically housed within institutionalized settings, kept at 


home, or did not receive formal educational services of any kind. As recently as 1970, only about 20 percent of 
children with disabilities received a public education. Those who attended school were routinely taught apart from 
other students, with little if any parental input into their educational planning or placement decisions. In recent 
years, the educational environments of youth with disabilities have changed dramatically, with 97 percent of those 
students currently served in regular schools. 


Significant changes in public policy started to take hold during the 1950s and 1960s, when incremental legislative 
efforts were enacted, aimed largely at providing funding and trained personnel to teach students with disabilities. 
In 1966, for instance, the Bureau for the Education of the Handicapped was created under the auspices of the 
Elementary and Secondary Education Act (ESEA), the federal government’s most comprehensive law governing 
public education at the precollegiate level. During the 1970s, major federal legislation strengthened the rights of 
disabled individuals in general and students in particular and guaranteed greater access to public services for these 
groups. The legacies of these laws can still be felt today as their original statutory foundations have been 
periodically revised, reauthorized, and extended during the intervening decades.  


Despite those strides, some advocates believed that many students with disabilities were still not enjoying full 
participation in public education or receiving adequate educational services. Adopting the tactics of the civil rights 
movement, advocates for the disabled turned to the judicial system for remedies.


3
 Consequently, a number of the 


major developments in the provision of special education services have emerged as the result of such litigation. 
Over the past several decades the dominant trend in special education can be characterized as a move in the 
direction of mainstreaming. In other words, legislative action and litigation have compelled schools to serve 
students with disabilities within regular educational settings to the greatest extent possible. 
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SOURCE: EPE Research Center, 2008.  Data from U.S. Department of Education, Office of Special Education Programs. 


Educational Environments of Students with Disabilities (Fall 2006)
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Advocacy in the area of special education is particularly dependent on the legal frameworks of statute and case 
law. The milestone legislation and litigation that have provided students with disabilities with firm guarantees to a 
free and appropriate public education emerged as a result of advocacy tactics and concepts held in common with 
the broader civil rights movement. For example, the legal rights of student with disabilities—much like those of 
racial and ethnic minorities—are grounded in the equal protection provisions of the Fourteenth Amendment to the 
U.S. Constitution. But in addition to offering an abstract justification for equal protection and equal access to 
public education services, these legal supports also provide individual families with the standing and concrete 
means to advocate on behalf of their children’s interests. 


Key Issues 


Self-Contained Settings—Today, students with disabilities are more likely to be educated in regular classrooms 
with the general student population than was the case for past generations of youth. However, some students 
continue to be served in more specialized or self-contained environments. About one out of every five special 
education students spends more than 60 percent of school hours outside of a regular classroom, in such settings as 
self-contained classes for students with disabilities, individual or group pull-out sessions, or resource rooms. An 
additional three percent of students with disabilities are served entirely outside of regular classroom 
environments, in specialized schools or residential facilities, at home, or within hospitalized settings.   


Least Restrictive Environment—The concept of the least restrictive environment (LRE), a core principle in the 
provision of special education, has been a tenet of federal law since the Individuals with Disabilities Education Act 
took effect in 1975. The basic idea underlying LRE is that students with disabilities should be educated with 
nondisabled students to the maximum extent possible. Students with disabilities should only be removed from the 
regular educational environment (e.g., placed in special classes or separate schools) in circumstances where the 
nature of a student’s disability precludes effective instruction even with the use of supplementary aids and 
services. The terms used to describe LRE, such as mainstreaming and inclusion, have changed over time along with 
the focus of on-going policy and programmatic efforts to maximize the integration of students with disabilities into 
general educational settings. 


Mainstreaming—During the 1990s, the least restrictive environment was typically discussed in terms of the 
mainstreaming of special education students. The goal of mainstreaming is to educate as many students with 
disabilities as possible in the regular classroom. Mainstreaming advocates argue that students with disabilities will 
benefit from learning the general curriculum and attending classes with their nondisabled peers. Others, however, 
contend that settings outside the regular classroom can be beneficial, as they provide many students with the 
supports and resources necessary to learn and succeed.


4
 Since individual students with disabilities possess distinct 


sets of strengths and weaknesses, it is argued that their educational needs and the services and settings most 
appropriate to meet those needs will likewise vary. 


Inclusion—The term typically used to describe LRE today is inclusion. Although in practice that term is often used 
interchangeably with mainstreaming, these two expressions can also convey differences in the degree to which 
students with disabilities are integrated into a regular classroom setting. Inclusion generally connotes a greater 
level of integration, where the presumptive placement for students with disabilities is the general education 
setting. For example, inclusion might call for students with disabilities to be taught in the regular classroom with 
limited accommodations from additional teachers. By comparison, mainstreamed students might receive 
substantial services outside of a regular classroom setting (individually or with other students with disabilities), 
joining the general student population on a more limited basis for certain subjects or non-academic periods.   
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1965 – Elementary and Secondary 
Education Act – ESEA   
Major federal education law became statutory 
basis for early legislation on students with 
disabilities.   


1970 – ESEA Amendments  
Education of the Handicapped  Act 
established as Title VI of ESEA  


 


Other Key 
Legislation for 
Persons with 
Disabilities 
 
Rehabilitation Act  
of 1973 – Federal 
law protecting rights 
of persons with 
disabilities. Section 
504 of the Act 
protects against 
discrimination on the 
basis of disability 
status. In 1998, the 
law was included as  
a separate title in 
the Workforce 
Investment Act.  


1974 – Education Amendments of 1974   
First mentions appropriate education for all 
children with disabilities 


 


1975 – Education for All Handicapped 
Children Act - EHA 


Reauthorization of EHA, becomes stand-alone law 
and basis for federal funding of special education.  
Introduces key concepts:  right to a free appropriate 
public education; every disabled student to receive an 
individualized education program (IEP); disabled 
students taught in least restrictive environment.   


1983 – EHA Amended 


2004 – IDEA Reauthorized 


 


1997 – IDEA 
Reauthorized 


 


1990 – Individuals 
with Disabilities 
Education Act - IDEA 
Reauthorization of EHA, 
confirms and enlarges the 
scope of the 1975 
legislation.  


 


1986 – EHA Amended 


1972 – Mills v. Board of Education    
U.S. Dist. Ct. Dist. of Columbia   Services 
must be provided regardless of district’s 
ability to pay. 


 


1999 – Cedar Rapids v. Garret F.  
U.S. Supreme Court   Children entitled to 
related services if essential to attending school. 


 


1993 – Florence Co. Sch. Dist. Four v. 
Carter   U.S. Supreme Court   Parents 


entitled to reimbursement for private placement 
if public school fails to provide appropriate 
education. 


 


1988 –  Honig v. Doe   
U.S. Supreme Court   Children protected 
from expulsion for misbehavior resulting 
from their handicaps. 


 


1983 – Brookhart v. Ill. State Board 
of Ed.  U.S. 7th Circuit Ct.   Right to earn a 


high school diploma despite failing state test. 


 


1982 – Board of Ed. Hendrick 
Hudson Cent. Sch. Dist. v. 
Rowley   U.S. Supreme Court 


First Supreme Court decision on 
special education. 


 


1971 – Penn. Assoc. for Retarded 
Children v.  Commonwealth of Penn.   
U.S. Dist. Ct. E. Dist. Penn.   Students with 
disabilities entitled to free public education 
program in least restrictive environment. 


 


2006 – Arlington Central Sch. Dist. 
v. Murphy  U.S. Supreme Court   


Parents who win a dispute over IEP not 
entitled to recoup monies spent on experts. 


 


2005 – Schaffer v. Weast   U.S. Supreme 


Court   Party challenging an IEP must prove 
its case. 
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Special Education Milestones 
Selected Legislation and Litigation 
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Policy Context 


Education of All Handicapped Children’s Act of 1975—This law represents the first piece of major stand-alone 
federal legislation addressing the rights of students with disabilities to a public education. It ensured due process 
to students and their families, while affirming that children with disabilities should be taught in the main stream of 
the regular classroom except when learning cannot be achieved in such a setting, even with the use of 
supplementary aids and services. 


Individuals with Disabilities Education Act (IDEA)—A reauthorization of the 1975 act, IDEA initially took effect in 
1990 and was subsequently reauthorized in 1997 and 2004. IDEA is the premier federal legislation governing the 
delivery of special education services in the nation’s public schools. The law regulates the provision of 
individualized education programs (IEPs), the administrative mechanism through which the needs of students with 
disabilities are assessed and appropriate educational services are identified. 


No Child Left Behind Act (NCLB)—The 2002 reauthorization of the omnibus federal law in the area of elementary 
and secondary education, NCLB combines strong mandates for school accountability over student performance 
with the dual goals of raising achievement and closing gaps between historically high- and low-performing groups. 
Schools must meet performance benchmarks for their student bodies as a whole and also for specified subgroups 
(including students with disabilities) in order to be considered making adequate academic progress under the law. 


Leverage Points 


Placement into Services—Special education has often been the subject of litigation aimed at clarifying the 
responsibilities of schools and districts under the law. Nevertheless, challenges still persist in effectively balancing 
several competing demands—acknowledging the diverse needs of students with disabilities, providing an 
appropriate education, and offering maximum integration with the general education program. The rules and 
practices governing student placement into special education are likely to remain a key arena of debate for both 
policy implementation and service delivery.   


Research on Differential Settings—Two students with similar disabilities may be served in substantially different 
educational settings as a result of the significant local variability that exists in placement practices and the 
resources available to provide services in the schools. However, little systematic information is available on those 
local variations. Further research is also needed on the effectiveness of differential settings and services provided 
to students with a given disability. 


Collaboration for Effective Teaching and Support—The movement for greater integration of students with 
disabilities into the educational mainstream has created challenges for providing appropriate and effective 
instruction. Special education teachers must now coordinate to a greater extent with regular classroom teachers 
regarding individual students’ needs. Conversely, general education teachers are now more likely to be the 
principal providers of instruction for students with special needs, which may pose difficulties in differentiating the 
delivery of instruction and managing classroom behavior. 


Funding for Students with Disabilities—Research shows that per-pupil expenditures are almost twice as high for 
the average special education student as for general education students ($15,030 versus $7,867 adjusted for 
inflation). Average spending levels for more severe, although less prevalent, disability categories can reach three 
times those for general education.


5
 In addition, about three-quarters of instructional spending for students with 


disabilities is linked to the special education services they receive (as opposed to their general education services). 
IDEA authorizes Congress to contribute up to 40 percent of the average per pupil expenditures for special 
education students, a level of federal support referred to as “fully funding” IDEA. Recent estimates, however, place 
the actual federal contribution at about 17 percent of per pupil costs.


6
 For a typical school district of 1,000 


students, that shortfall in IDEA funding amounts to about $300,000 annually, a figure that assumes an average rate 
of special education services (nine percent of students). Critics argue that states and districts have essentially been 
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burdened with an unfunded liability and lack sufficient resources to adequately meet the needs of students with 
disabilities. The legal obligation to provide services to students with disabilities, juxtaposed with a scarcity of 
resources, may present schools and districts with difficult choices. With limited budgets, school systems may feel 
pressured to reduce the scope or quality of special education services, limit the numbers of students served, or 
divert resources from other funding categories (including dollars intended for general educational instruction).  


 


Diagnosing Disabilities 


Knowledge Base 


From its inception, the Individuals with Disabilities Education Act (IDEA) has placed certain conditions on states in 
exchange for receiving federal funding. For instance, states must engage in the Child Find process, a component of 
IDEA that requires states to identify, locate, and evaluate all children with disabilities who are in need of early 
intervention or special education support. IDEA also provides due process rights to the parents of children being 
evaluated for or receiving special education services. Under the law, determinations as to whether a child has a 
disability and is entitled to enroll in a special education program are made by a multidisciplinary team that includes 
at least one teacher or specialist in the area of the suspected disability, with parents also involved.  


States are responsible for ensuring that every student with a disability receives an individualized education 
program (IEP), the chief mechanism for administering the provision of educational services for students with 
disabilities. Created by a team of teachers and other specialists along with the child’s parents or guardian, the IEP 
describes the developmental, social, and learning goals for that student, which are intended to promote equal 
opportunity and eventual economic independence. The plans also delineate the specific services that schools must 
offer in order to help that student meet those goals. Those services may include specialized academic instruction 
and, as appropriate, such related supports as physical, speech, and occupational therapy.  


The overall rate at which students have been diagnosed with disabilities has steadily increased over the past three 
decades. When viewed as a share of public school enrollment, recipients of special education services now 
comprise almost 14 percent of individuals age 3 to 21, compared with about eight percent in 1976.


7
 In the early 


1990s, the federal government began to require more extensive reporting of data on students with disabilities, 
including more detailed disaggregation by age. Those data reveal a similar upward trend in special education 
placement among high school-age students.


8
 The number of students with disabilities in that age group rose by 


nearly 700,000 between 1993 and 2006. That amounts to a 55 percent increase in special education enrollments, 
more than twice the growth rate for the student population as a whole.  
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Selected Trends in Disability Diagnosis
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Three-quarters of the upward trend in diagnoses among high school-age students can be attributed to just two 
disability categories. Specific learning disabilities (SLD) and other health impairments (OHI) respectively account for 
one-half and one-quarter of the increase. The SLD category is comprised of a wide variety of diagnoses that do not 
fit under other existing classifications.


9
 Other health impairments (OHI) includes attention deficit hyperactivity 


disorder (ADHD), a widely discussed condition. A 1991 memorandum issued by the U.S. Department of Education 
explicitly stated that ADHD could qualify as a disability under other health impairments, a development that many 
believe has contributed to increasing diagnoses in that category.


10
 The prevalence of diagnosed cases of autism has 


also increased exponentially over the past decade. However, accounting for about 50,000 high school-age special 
education students nationally, autism is numerically dwarfed by a number of more frequently diagnosed 
conditions, including specific learning disabilities, other health impairments, emotional disturbance, and mental 
retardation.   


For students with the most severe conditions, diagnosis and determinations regarding the need for special 
education services may be relatively clear-cut and often occur prior to entering school. The severity of many 
disabilities, however, falls along a wide continuum. As a result, it may sometimes prove difficult to identify certain 
disabilities or to distinguish between a student who exhibits low achievement due to a disability and one whose 
low performance is attributable to other factors.


11
 The sensitivity and accuracy of procedures for diagnosing 


disabilities are, therefore, critical factors in the provision of special education services. 


Key Issues 


The Severe Discrepancy Model—The approach traditionally used to identify learning disabilities under federal law 
is known as the severe discrepancy model. That classification framework identifies individuals who display large 
differences between cognitive ability and educational performance, as gauged respectively by measures of 
intelligence (e.g., IQ tests) and achievement (e.g., academic assessments). Although still the prevalent method for 
diagnosing learning disabilities, critics have challenged the validity of the approach. Some have also raised 
concerns that it may take an extended period of time—as much as several years—to firmly establish a record of 
underachievement, making it difficult to diagnose younger children.  


Response to Intervention—The 2004 reauthorization of IDEA permits another procedure for diagnosing specific 
learning disabilities known as Response to Intervention (RTI). That strategy is based on the assumption that a 
youth with a learning disability will continue to fall behind, even after repeated exposure to evidence-based 
instruction and interventions. Largely compatible with a school’s conventional mode of delivering instruction, RTI 
uses a three-tier system to diagnose students with disabilities based on their response to increasingly intensive 
interventions: regular classroom instruction, intensified small-group instruction, and individual instruction. 
Students still struggling at the third tier may be considered candidates for special education services. 


Policy Context 


Individuals with Disabilities Education Act (IDEA)—The 2004 reauthorization of the main federal law governing 
special education introduced an alternative method for diagnosing learning disabilities—Response to Intervention. 
That approach can now be employed in lieu of the traditional severe discrepancies model. The method and 
accuracy of diagnosis is particularly important for such loosely-defined disability categories as specific learning 
disabilities and other health impairments, which together account for more than two-thirds of high school-age 
students receiving special education services. 


Litigation—The U.S. Supreme Court has issued several recent decisions that affect key procedural aspects of the 
diagnosis of disabilities and administration of special education services. These include Schaffer v. Weast (on the 
burden of proof in challenges to an IEP) and Arlington Central School District v. Murphy (regarding parents’ ability 
to recoup expenses spent on experts in IEP disputes).


12
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Leverage Points 


Increasing Prevalence or Better Diagnosis—Much of the recent growth in special education among high school 
students may be attributable to a small number of specific conditions (e.g., ADHD, autism). Further investigation is 
needed to determine whether rising special education enrollments stem from actual changes in the prevalence of 
such disabilities in the youth population or result from clearer guidelines and improved methods for diagnosing 
those conditions. 


Specific Learning Disabilities—Nearly six out of every ten high school special education students fall into a single 
administrative category, specific learning disabilities (SLD), which encompasses a number of conditions that are 
potentially difficult to diagnose. By comparison, no other category accounts for much more than 10 percent of all 
students with disabilities. Subdividing the SLD category or disaggregating publicly-reported data for specific SLD 
diagnoses would provide information needed to both better evaluate claims that disabilities are being over-
diagnosed and better understand the full range of conditions that fall under this expansive category.   


Diagnostic Models—The introduction of the alternative RTI approach for diagnosing disabilities marks a major 
development in the field of special education. The implications of this new approach for rates of diagnosis and the 
effectiveness of special education services should be closely monitored during the coming years. 


 


Disproportionate Representation  


Knowledge Base 


Controversy over the rates at which certain demographic or socioeconomic categories are represented within the 
population of students with disabilities remains a prominent feature of public debates over special education. 
More specifically, concerns have been repeatedly raised about the over-representation of particular student 
groups in special education programs. In principle, the idea behind overrepresentation is that a given characteristic 
or condition appears within a particular group at a rate higher than it “should,” relative to that group’s inherent 
level of risk for experiencing the condition. The converse would hold true for underrepresentation. In practice, 
however, the factors that determine risk for a disability are numerous, complex, highly intertwined with one 
another, and often difficult to observe directly or measure empirically.  
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As a result, researchers generally evaluate levels of group over- or under-representation solely on the basis of 
prevalence—that is, by comparing the rates at which disabilities are diagnosed for a particular group relative to 
other groups or the student population as a whole. From this perspective, the available evidence has consistently 
demonstrated disparities in the prevalence of special education placement rates across racial and ethnic groups 
and by gender.   


About nine percent of all school-age individuals are diagnosed with a disability and receive special education 
services.


13
 Relative to that national baseline, African American and Native American students are more likely (and 


Asians less likely) to receive special education services than the average student. Rates of special education among 
Hispanic and white students are close to the national average.   


Even within a group with a high prevalence of diagnosed disabilities, rates of identification for some disability 
categories may be dramatically higher than for others. For instance, overall, African American students receive 
special education services at a rate about 40 percent higher than the national average across racial and ethnic 
groups. However, rates of mental retardation and emotional disturbance are extremely elevated within the African 
American population, roughly twice the national average. Generally, disproportionate representation has been 
noted in high-incidence categories that involve more subjective diagnoses (e.g., mental retardation, specific 
learning disabilities, emotional disturbance). 


Gender disparities have also become a significant concern in debates over special education placement. Males are 
diagnosed with disabilities nearly twice as often as female students.


14
 Data from the U.S. Department of 


Education’s Office for Civil Rights (OCR) on specific learning disabilities, mental retardation, and emotional 
disturbance show that males from every racial and ethnic group are more likely than females to be in special 
education. Considerable public attention has been concentrated on the high rates of disability diagnosed for 
minority males, especially African Americans.


15
 The incidence of mental retardation among African American males 


rises to 220 percent of the rate found in the general student population, with rates of emotional disturbance two 
and a half times the national average. 


Despite the fact that males from some historically-disadvantaged groups are much more likely to receive special 
education services, the differential rates of diagnosis for males versus females within racial and ethnic groups are 
rather similar. For instance, males from all racial and ethnic groups are about 80 to 90 percent more likely than 
females to be diagnosed with a disability. Male-female differentials are larger for some diagnoses, although 
comparable across groups. For example, males are about three times as likely to be labeled emotionally disturbed 
as the females in their respective racial-ethnic classification. That suggests that the high prevalence of special 
education placement among African American males may be largely attributable to the elevated baseline levels of 
disability diagnosed among all African Americans, and then compounded by the elevated rates of diagnosis found 
among males of all racial and ethnic groups. 
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Key Issues 


Measuring Representation and Disproportionality—A variety of empirical measures are used to assess the 
representation (or overrepresentation) of particular groups within the broader population of students with 
disabilities. Explanations and illustrations of three common metrics are provided below. Such measures can also be 
used to determine the representation of particular groups within specific disability diagnoses (e.g., mental 
retardation, specific learning disabilities).   


A Hypothetical Student Population 


 Students with 
Disabilities 


General Education 
Students Total 


African American 6 24 30 


Latino 3 7 10 


White 6 54 60 


Total 15 85 100 


 


 Composition Index—Percent of a population (e.g., students with disabilities) that are members of a given 
demographic group of interest (e.g., Latinos). 


Example: A special education population is composed of 15 individuals, distributed across demographic categories as 
follows—6 African American, 3 Latino, 6 white. The Composition Index for Latinos would be 20% (or 3/15  X 100). 


 Risk Index—Percent of a particular demographic group of interest (e.g., Latinos) that are members of a given 
programmatic classification (e.g., students with disabilities). 


Example:  Among a group of 10 Latinos, 3 are identified as students with disabilities and 7 are classified as general 
education students. The disability Risk Index for Latinos would be 30% (or 3/10 X 100). The disability Risk Index for this 
hypothetical population as a whole would be 15% (or 15/100 X 100). 


 Risk Ratio—Compares the Risk Index for one demographic group with that of another group or the total 
population. 


Example: The disability Risk Index values for Latinos and the student population as a whole are, respectively, 30% and 15% 
(see above). The Risk Ratio for Latinos would be 2.0 (or 30/15). In other words, the risk of being identified with a disability 
is twice as high among Latinos as among the average student in the population. 


Implicated Demographic Groups—Most of the concern about levels of representation in special education has 
focused on male students and historically disadvantaged minorities. The high rates of special education among 
Native American and African American students are well known. However, less discussed is the fact that Hispanic 
and Asian students typically have lower-than-average rates of diagnosed disabilities. In fact, it could be argued that 
Asian students are underrepresented, with a rate of special education placement about half the national average. 
That suggests a complex pattern that may have both historical and cultural roots. The intersection of race and 
gender has also been a highly contentious issue.  


Implicated Diagnoses—The diagnosis of mental retardation has been a centerpiece of debates concerning 
overrepresentation. However, some experts have also noted high degrees of male and minority representation in a 
number of disability categories that are considered to be relatively subjective, rather than medically diagnosed. 
Specifically, mental retardation, learning disabilities, and emotional disturbance are high-incidence categories that 
may be particularly prone to subjective diagnosis.  
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Numerous Underlying Causes—Determining with precision the extent to which various root causes contribute to 
demographic overrepresentation in special education is extremely challenging.


16
 Yet, major aspects of the 


overrepresentation debate will remain essentially unresolved absent a deeper understanding of those underlying 
causes. Factors that may potentially contribute to disabilities include, but are not limited to, the following.   


 Health issues like prenatal care, child nutrition, and exposure to lead and other environmental pollutants  


 Underlying physiological conditions such as the greater risk of inherited and other biological syndromes 
among males, which contributes to higher rates of mental retardation and attention disorders  


 Inequitable access to quality medical and mental health services 


 Cultural values and views of (or stigma attached to) disability 


 Bias or discrimination along the lines of race and class, whether intentional or unconscious 


 Misdiagnosis of behavioral problems or poor academic performance as disability 


 Inconsistent implementation of procedures for special education referral 


 Differential ability to advocate for students on the part of parents and educators  


Policy Context 


Individuals with Disabilities Education Act (IDEA)—The federal law provides the general framework under which 
publicly-funded educational services for students with disabilities are administered. IDEA also charges states with 
enacting policies and procedures designed to prevent inappropriate overidentification and disproportionate 
representation by race and ethnicity. The states, however, can exercise discretion over important aspects of the 
law’s implementation (e.g., determining the threshold constituting a “disproportionate” level of representation). 


Office for Civil Rights—The mission of this branch of the U.S. Department of Education is to ensure equal access to 
education and promote educational excellence nationwide by enforcing civil rights. Its purview includes the 
enforcement of federal laws prohibiting discrimination on the basis of disability status as relates to education. 


Leverage Points 


High Incidence vs. Exposure to Risk—Much public discourse concerning “overrepresentation” actually deals with a 
more basic consideration—empirical “incidence” or the rate of disability diagnosis in a particular demographic 
group relative to the size of that group. Largely absent from these debates has been an intellectually-rigorous 
appreciation of representation as a function of exposure to underlying risk factors, whether physiological, cultural, 
or socioeconomic. Higher environmental risk within a certain population, for example, may contribute to 
legitimately disproportionate rates of special education placement within the public school system.  


The Data Gap—The federal government routinely collects data about special education in conjunction with IDEA 
and Office for Civil Rights reporting mandates. However, those sources typically contain rather limited information 
about disaggregated race, gender, and race-by-gender categories. For example, disability patterns specific to high 
school-age students cannot be examined by race or gender because those data are reported in very broad age 
ranges (e.g., ages 6 to 21). More detailed, systematic, and comprehensive data collections would provide an 
enhanced portrait of demographic representation in special education that could better inform policy and practice. 


Research Agenda—In tandem with better raw data, further analytic research—epidemiological, social-scientific, 
ethnographic—will be necessary to continually improve our understanding of the numerous factors that, 
independently or in combination, contribute to a disability diagnosis.    


Diagnosis and Referral—Clearer guidelines for diagnosing disabilities and more uniform referral procedures for 
special education services would reduce the potential for subjective judgments often cited for certain diagnoses.   


Improvements in General Education—Weak academic performance can sometimes be mistaken for a learning 
disability. Improvements in the quality of general education (particularly for younger students) could reduce 
special education referral rates for poor and minority students who achieve at lower levels than their peers. 
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School Discipline 


Knowledge Base 


School settings present a complex combination of educational, social, and behavioral situations that all students 
must navigate. Some youth with disabilities, especially at the high school level, may face challenges in this regard. 
That may be particularly true for students with such conditions as emotional disturbance or autism, which by 
definition involve atypical behavior. The majority of students with disabilities in high school do not experience 
serious behavioral difficulties at school. However, a recent report from the National Longitudinal Transition   
Study-2 (NLTS2) found that about one in five secondary-age students with disabilities do exhibit problems with 
appropriately controlling behavior or fighting with classmates. Forty-five percent of disabled youth argued with 
other students in class.


17
 


For any student, failure to behave in accordance with accepted school norms and rules may result in disciplinary 
action. These disciplinary referrals can carry serious consequences since students may be removed from the 
regular classroom setting for some period of time. When referrals occur repeatedly, the amount of time spent 
under sanction can accumulate to represent a significant loss of learning opportunities. Multiple minor infractions 
may also escalate, eventually resulting in suspension, expulsion, or other actions that reduce the amount of time 
spent in a regular learning environment. 


Research shows that students with disabilities are more likely than their peers to be involved in the school 
disciplinary process. For instance, students with disabilities are suspended or expelled at higher rates than general 
education students. According to the NLTS2, one-third of special education students were suspended or expelled 
at some point during their school careers, compared with 21 percent of nondisabled youth. In a given year, about 
one of every ten students with disabilities receive multiple in-school suspensions, with one percent being expelled. 


 Key Issues  


Affected Groups—Male students as well as historically 
disadvantaged minorities are more often subject to 
disciplinary action than their female and majority white 
peers. This pattern prevails for the general and special 
education populations, with more frequent disciplinary 
action generally found among students with disabilities. For 
instance, at the secondary level, rates of suspension-
expulsion are 16 percentage points higher for disabled male 
students than females (38 versus 22 percent).


18
 Among 


major racial and ethnic categories, African Americans are 
more likely to have ever been suspended or expelled than 
Hispanic or white students. The incidence of disciplinary 
action is consistently higher in the disabled population 
relative to general education students, although the size of 
the discipline gap varies across gender and racial categories.  


Implicated Diagnoses—Rates of behavioral problems and 
disciplinary referrals differ greatly for students diagnosed 
with various disabilities. Within the category most often 
implicated, emotional disturbance, 73 percent of students 
have been suspended or expelled. The rate of disciplinary 
action is also high (41 percent) among students with other 
health  impairments,  a  classification that  includes attention 
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deficit hyperactivity disorder (ADHD). By comparison, rates of suspension and expulsion in several disability 
categories fall below 15 percent, a level lower than that found in the general student population. 


Policy Context 


Individuals with Disabilities Education Act (IDEA)—In recognition of the potential connection between disability 
and behavior problems, provisions of the 2004 reauthorization of IDEA explicitly address this issue. When student 
misbehavior occurs, two separate determinations must be made. Schools must first determine whether the 
problem behavior was attributable to the individual’s disability. Then, schools must examine whether the 
misconduct was a result of the school’s failure to implement the student’s individualized education program (IEP).  


Leverage Points 


Missing Data—Some systematic information can be obtained about the rates and types of disciplinary action 
experienced by students with disabilities and the general student population. However, comparable statistics for 
those two groups can rarely be derived from the same source. Data on such issues should be regularly collected in 
a manner that allows for an examination of disciplinary involvement by disability category, gender, race, and age, 
and that enables valid comparisons between the special and general education populations. 


Monitoring IDEA Implementation—The federal law now provides school personnel increased authority to move 
students with disabilities to alternative settings following infractions involving weapons, illegal drugs, and infliction 
of injury. The use of that authority and the potential for differential application of disciplinary policy across student 
groups should be carefully monitored. 


 


Academic Achievement 


Knowledge Base 


A widely held belief exists that students with disabilities are not capable of achieving at the same levels of 
academic performance as their nondisabled peers. To some extent this perception is borne out by available 
research, at least for students with disabilities in the aggregate. However, it is also important to recognize that 
some disabled youth do achieve at levels equal to or even exceeding those of the average nondisabled student. In 
addition, academic performance varies greatly across the specific groups that comprise the broader special 
education population.   
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Perhaps the most authoritative national source of information on student performance is the U.S. Department of 
Education’s National Assessment of Educational Progress (NAEP), often referred to as the “Nation’s Report Card.” 
NAEP classifies student performance according to a series of four achievement levels: Below Basic, Basic, 
Proficient, and Advanced. Using NAEP, it is possible to compare the achievement of 12th graders with disabilities 
against the performance of general education students. In 2005, just five percent of high school seniors with 
disabilities performed at or above the proficient level on the NAEP reading assessment, while nearly three-quarters 
scored below the basic level.


19
 By comparison, nondisabled students achieved at significantly higher levels, with 36 


percent reaching or exceeding the proficient mark and only one-quarter falling below basic. A similar pattern of 
disability-based achievement gaps emerges for 12th grade mathematics, although overall levels of performance in 
that subject tend to be lower than in reading. 


As is often the case, however, academic performance within the special education population can vary 
dramatically depending on a student’s particular diagnosed disability. The National Longitudinal Transition Study-2 
examined the academic and functional performance of a nationally-representative group of students with 
disabilities. Although the NLTS2 sampled only students with disabilities, the battery of tests administered as part of 
the study were nationally normed and, therefore, permit comparisons to performance benchmarks for the general 
youth population.


20
 


Results show that, on average, 16-18 year-old students with disabilities do not perform as well as the general 
youth population on academic assessments. On a test of reading comprehension, only about 12 percent of 
students with disabilities reached the level achieved by the average member of the general student population. 
However, the performance of students with disabilities was strongly related to disability diagnosis. One-quarter of 
students diagnosed with visual impairments performed at or above national norms. But at the other extreme, less 
than one percent of mentally retarded students reached that mark. Tests of other academic-skill domains revealed 
similar patterns.  
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Key Issues 


Exclusion from Assessment—Historically, the rules governing the participation of special education students in 
testing programs have been determined at a local level, with guidelines varying considerably from one school, 
district, or jurisdiction to another. As a result, many students with disabilities have been excluded from 
participating in assessments intended to gauge academic proficiency. The movement in recent years toward 
greater inclusion of special education students in school assessment programs has provided a more complete 
understanding of the academic abilities of those students relative to their peers in general education programs. 
Even today, however, a certain proportion of the most severely disabled students may be excluded from testing or 
participate in alternative assessments under the terms of local or state policy.


21
   


Accommodations—Another front in the movement to increase participation in large-scale testing programs is the 
provision of accommodations appropriate for a given student’s disability. Typically, a special education student’s 
individualized education program (IEP) will specify the particular forms of assistance (if any) that should be offered 
to the student to facilitate participation in state or local assessments. Such accommodations—including alternative 
presentation or response formats, test settings, or timing and the use of special resources—are intended to allow 
students with disabilities to be assessed using the same tests and performance expectations as their general-
education peers.  


Modifications—Students with profound cognitive impairments may be taught using a modified curriculum or using 
the standard curriculum but with modified performance expectations. In other words, the student might be 
presented alternative subject matter or be expected to demonstrate knowledge at a lower level of complexity or 
depth. For such a student, accurately assessing the acquisition of knowledge and skills may require the use of an 
alternate assessment that reflects a modified curriculum and/or below-grade-level performance goals. 


Accountability—As students with disabilities continue to become more fully integrated into the mainstream of 
American education, the performance of this group has also increasingly factored into school accountability 
systems. Proponents of that trend believe this attention will help to raise academic expectations for students with 
disabilities and provide much-needed information on achievement gaps between disabled and nondisabled 
students. Others, however, caution that greater accountability stakes could inadvertently result in lower 
expectations for students with disabilities or less inclusion of students with disabilities in mainstream testing 
programs, strategies that might make it easier for schools to reach performance goals.  


 


Common Testing Accommodations for Students with Disabilities 


Presentation Format 


● Directions read aloud/repeated 


● Assistance interpreting directions 


● Directions signed 


● Test items signed 


● Occasional words or phrases 
read aloud 


● Braille version of test 


● Large-print version of test 


● Magnifying equipment 


Response Format 


● Respond in sign language 


● Braille typewriter 


● Point to answers  


● Respond orally 


● Tape record answers 


● Computer or typewriter 


● Use template to respond 


● Large marking pen 


● Special writing tool 


Setting Format 


● Take test in small group 


● Take test one-on-one 


● Take test in study carrel 


● Preferential seating (e.g., special 
lighting) 


● Test administered by familiar 
person 


 


Timing  


● Receive extended time 


● Breaks during test 


● Test session over several days 


 


 


 


 


SOURCE: U.S. Department of 
Education, National Center for Education 
Statistics. 
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Policy Context 


Individuals with Disabilities Education Act (IDEA)—Since 1997, the federal law has required that students with 
disabilities be included in all large-scale state assessments. Testing accommodations may be provided to those 
students as appropriate to facilitate participation in the state’s general assessment program. The most severely 
disabled students may be administered an alternate assessment. 


No Child Left Behind (NCLB)—No Child Left Behind aims to improve learning for all students and to close persistent 
achievement gaps between historically high- and low-performing groups, including the gap between students with 
disabilities and their nondisabled peers. NCLB also mandates the terms under which the performance of students 
with disabilities must be assessed and incorporated into statewide accountability systems. Partly in response to 
the stringency of the law’s initial requirements, federal regulations have subsequently permitted the states greater 
flexibility for students with disabilities. Those provisions allow states to assess a limited number of students with 
disabilities according to alternative rules, rather than using the same tests and standards applied to the general 
student population. Such alternate performance result can then be used when determining adequate yearly 
progress under the law. Specifically, states may assess up to two percent of students using alternative tests with 
modified performance expectations that are based on grade-level academic standards. Another one percent of 
students with the most significant cognitive disabilities may be tested using alternative assessments that are based 
on less-than-grade-level standards. In all, these rules apply to three percent of the general student population, or 
roughly 30 percent of students with disabilities. 


Leverage Points 


Greater Attention to Disability Classifications—Available evidence shows that the academic achievement of 
special education students varies considerably depending on the specific disabilities with which they have been 
diagnosed. However, results disaggregated by disability category are not available from such important public 
information sources as NAEP or state-administered achievement tests. A more finely grained perspective on 
disability-specific achievement would inform on-going discussions among educators and policymakers regarding 
appropriate performance expectations for students with disabilities and the most appropriate ways in which these 
students can be included in statewide testing and accountability programs. 


An Evolving Accountability Environment—The most recent set of federal NCLB regulations on assessment and 
accountability for students with disabilities took effect in May of 2007, about five and a half years after the law 
was passed. Developments on this issue, as a result, continue to evolve. As the states implement those rules, the 
development of modified assessments and academic standards as well as their educational consequences for 
students with disabilities should be carefully monitored. Specifically, variations or inconsistencies in the ways 
individual states implement the federal requirements pose concerns regarding state accountability frameworks in 
general and their inclusion of students with disabilities in particular.  


Impact of Students with Disabilities on School Ratings—Much of the impetus for regulatory changes in NCLB 
arose from complaints that schools were often failing to make adequate yearly progress under the law specifically 
because of low performance among students with disabilities. Although anecdotal evidence and some limited 
analysis exist to confirm these claims, the question merits further empirical investigation, as does the impact of the 
recently-extended flexibility that federal regulations now offer the states. 
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High School Completion 


Knowledge Base 


For students with disabilities, as for all youth, graduating from high school represents a critical personal and 
educational milestone. Finishing high school provides undeniable economic advantages in the form of steady 
employment and higher wages. A high school diploma also opens the door to postsecondary education, which in 
turn offers further returns in the workplace.   


Graduation rates have risen to prominence as a national education issue during the past several years, as widely-
cited studies have called attention to what has been termed a graduation “crisis” in the United States.


22
 A number 


of independent researchers have placed the public high school graduation rate at around 70 percent for the overall 
student population. While graduation rates are consistently found to be much lower for such historically 
underserved groups as racial and ethnic minorities, reliable and systematic data on students with disabilities have 
proven to be elusive. 


Major controversy has arisen regarding the inconsistent—and, some have argued, often inaccurate—methods 
used by the states to calculate their official high school graduation rates. Comparisons of those official results with 
data from independent researchers suggest that state-reported statistics tend to inflate the graduation rate, 
although the size of that discrepancy differs across states.


23
 While concern over the accuracy of graduation rates is 


applicable to all student groups, two factors may make this issue especially salient for students with disabilities.   


First, state efforts to monitor the performance of students with disabilities at the secondary level—including the 
rates at which they finish high school—are relatively new. Some key national data sources do not contain 
graduation data disaggregated by disability status. In addition, 12 states were unable to calculate the graduation 
rates of students with disabilities for the class of 2006.


24
 Among those that could, there is a tremendous range in 


the size of state-reported graduation gaps between disabled and nondisabled students. At one extreme, in Georgia 
and Louisiana, graduation rates among students with disabilities are 40 percentage points lower than for the high 
school population as a whole. By contrast, five states place the gap at less than five points, and Arkansas even 
reports a higher graduation rate for students with disabilities. In light of such an inconsistent and sometimes non-
intuitive pattern, as well as the substantial number of states not reporting data, such results should be interpreted 
with care and generalized only with extreme caution.  
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Second, federal data collections have typically been designed to monitor the proportions of students with 
disabilities who exit school through various routes—dropping out, earning a diploma, receiving an alternative 
certificate, or reaching the maximum age for services. This approach to measuring exit behavior does not strictly 
correspond to the more familiar cohort-oriented methods for calculating graduation rates, which estimate the 
percent of entering high school students who earn a diploma within a specified amount of time, typically four 
years. Nevertheless, data on the prevalence of exit routes provide a useful perspective on the experiences of the 
average special education student as well as the outcomes for specific disability categories. 


According to federal data collected under the auspices of IDEA, about 7 out of every 10 students with disabilities 
who exited high school during the 2005-06 school year left with either a regular diploma or an alternative 
credential (as opposed to dropping out or reaching maximum age). Alternative credentials, which include 
certificates of attendance and are issued by most states, account for 21 percent of all completers.


25
 High school 


completion rates, however, vary considerably by disability category. Students with visual or hearing impairments 
are the most likely to leave high school as completers, with about 85 percent earning a diploma or other 
certificate. At the other extreme, students diagnosed with emotional disturbance face the greatest challenges 
finishing high school, with only 54 percent earning a diploma or credential. To place the experiences of that latter 
group in perspective, it should be noted that completion rates for the emotionally disturbed are nearly 20 
percentage points lower than those for students classified as mentally retarded.


26
  


In many respects, the factors associated with dropping out among students with disabilities mirror those found in 
the general student population.


27
 Demographics play a role, with students from lower-incomes families and 


members of historically disadvantaged racial and ethnic groups less likely to finish high school. In addition, a 
variety of school-related factors have also been implicated in placing students at risk for dropping out of high 
school. 


 Dislike of school  Behavioral problems 


 Poor relationships with teachers and students  Serious disciplinary infractions 


 High levels of absenteeism  Suspension and expulsion 


 Poor academic performance  Poor teaching 


 Low grades  Low expectations 


 Failing courses  Social isolation 


 Retention in grade  


 
While a similar array of potential influences can be enumerated for students as a whole, certain factors may well 
prove to be particularly strong predictors of dropout among students with disabilities. Direct evidence on that 
question, however, remains very limited. 
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Key Issues  


Graduation Requirements—State education agencies possess the authority to determine what it takes for a 
student to earn a high school diploma. In most cases, graduation requirements are defined primarily in terms of 
accumulating a specified number of course credits in academic subjects, while five states leave such decisions to 
local educators.


28
 Twenty-three states required students in the class of 2008 to pass a high school exit exam to 


earn a diploma. States also have the prerogative to establish alternative routes, waivers, and other exceptions to 
the standard graduation policy. In fact, most of the states with exit exams (20 of 23) allow for an appeals process 
or an alternative path to a diploma for students failing the test. Such policies are sometimes designed specifically 
to meet the needs of students with disabilities. Even when they are not, such policies are salient for students with 
disabilities, as they tend to score below average on academic assessments.     


Multiple Completion Credentials—In addition to setting requirements for a diploma, states can also issue other 
high school completion credentials to students who exceed or fall short of the standard expectations for 
graduation. For the high school class of 2008, most states offered at least one additional credential other than the 
standard high school diploma. Twenty-four states issued advanced diplomas or other official recognition for 
students who surpassed the regular graduation requirements. Twenty-six states and the District of Columbia 
offered an alternative credential for those failing to meet all standard requirements. Sixteen of those states 
provided a combination of advanced and alternative options. Disability status emerges as the criterion that most 
frequently qualifies students for non-diploma credential, a provision found in the majority of states with an 
alternative certificate. In eight additional states, the authority to determine eligibility for receiving a certificate 
rests with local school officials, who may take disability status into account. 


Policy Context 


No Child Left Behind (NCLB)—In addition to requiring school accountability based on performance on academic 
assessments, the federal law also requires states to hold their high schools accountable for the rates at which 
students graduate with a standard diploma. This provision for a second performance indicator was intended to 
safeguard against schools “pushing out” students who score poorly on the required tests. States must calculate 
and publicly report graduation rates for all students and for specific subgroups of students (including those with 
disabilities). However, states are not currently required to take subgroup graduation rates into account as part of 
their main process for determining whether schools and district make adequate yearly progress. This lack of 
mandated accountability for disaggregated graduation rates has raised concerns that the law may not provide 
sufficient protection against push-out for students with disabilities and other historically low-performing groups.


29
 


State Education Agencies—Even with a growing federal role in public schooling, state-level agencies retain 
authority over most aspects of educational policy. With respect to high school graduation, for example, the states 
decide: what it takes to earn a diploma, including the decision to institute an exit exam; which alternative routes, 
waivers, and exceptions to allow, if any; whether to offer additional completion credentials, and the requirements 
for those advanced and alternative certificates; how to calculate graduation rates; how high to set graduation-rate 
targets for school accountability purposes; and what consequences will follow for schools not meeting those 
goals.


30
 The influence of state policy proves to be especially strong for students with disabilities since this group is 


likely to factor explicitly or implicitly into the rules governing alternative routes to the standard diploma and 
eligibility for non-diploma credentials. 


Local Authorities—While state policy and, to a lesser extent, federal law constitute the framework governing high 
school graduation, school districts and local educators are ultimately responsible for implementing these 
requirements. For students with disabilities, involvement in state testing programs is governed by the terms of 
their individualized education programs (IEPs), which are developed by school-based staff in collaboration with 
parents. In many states, district and school officials also enjoy considerable leeway to issue waivers that could 
qualify students with disabilities for alternative routes to a diploma or for a certificate of attendance or other non-
diploma credential. 
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Leverage Points 


Developing Realistic Expectations—There is a common perception that performance expectations for students 
with disabilities are, and should legitimately be, held at a lower level than those for nondisabled students. In some 
quarters such as tested achievement, evidence clearly points to lower average performance for students with 
disabilities, although with a wide range of results depending on disability category. In other areas, however, the 
pattern is less clear. With respect to high school completion, for example, some data show that students with 
disabilities finish high school at rates comparable to their nondisabled peers, at least if non-diploma credentials are 
counted. But the evidence on this point is mixed and complicated by heated debates over methodology. More 
reliable, high-quality data and analysis of graduation patterns for students with disabilities will provide a firmer 
basis for developing realistic expectations for students with disabilities as a whole and for specific segments of the 
special education population. 


More Public Disclosure—Although required by a federal law now in effect for nearly seven years, some states are 
still failing to report graduation statistics for students with disabilities that are comparable to those released for 
the general population and other subgroups. Until such information becomes freely available, we will continue to 
face significant challenges in gauging the performance of students with disabilities on this critical outcome and 
evaluating the effectiveness of the services these students receive. 


Investigating Alternative Credentials—Although no systematic studies have examined the issue, available 
evidence suggests that students with disabilities are more likely to complete high school with a non-diploma 
credential than are their nondisabled peers.


31
 Such a pattern seems reasonable, since alternative-credential routes 


have been developed specifically for students with disabilities in a number of states. However, much remains 
substantially unknown regarding: the rate at which students with disabilities receive these certificates (relative to 
the general population), the differential standards and expectations that may apply for students with disabilities, 
and the consequences of receiving a non-diploma credential. For instance, students with disabilities might face 
diminished prospects for postsecondary access and desirable employment if alternative credentials are not highly 
valued by college officials or employers. 


 


Transitions to Adulthood  


Knowledge Base 


The transition from high school into adulthood—whether an individual is bound for work, further education, or 
both—is a challenging stage of life for many young people. Difficulties in managing this transition may prove 
especially daunting for some disabled youth because of the additional demands of the cognitive, emotional, social, 
or physical limitations they face. However, the school-based special education services that youth with disabilities 
receive are intended to provide additional support to mitigate these challenges. Specifically, IDEA requires schools 
to engage in transition planning for students with disabilities so that their IEPs: identify appropriate employment 
and other post-school adult living objectives; provide referrals to appropriate community agencies; link the 
students to available resources including job placement and other follow-up services; and assign a responsible 
party to oversee each transition activity.


32
 The breadth of such transition planning is crucial since students with 


disabilities may (and, in fact, do) find themselves in any number of settings after high school. 


Students with disabilities, like their peers, aspire to take part in a wide range of activities as they leave high school 
and enter adult life. These might include: finding and holding down a job, going on to college, training in a 
vocational field, engaging in civic life, living independently, maintaining fulfilling relationships, and starting a 
family. Young adults with disabilities experience all of these outcomes, although not necessarily to the same extent 
as the general population. 
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Findings from NLTS2 show that within two years of leaving high school, nearly 8 in 10 young adults with disabilities 
have engaged in some form of activity related to employment or postsecondary education.


33
 More than half 


worked exclusively or participated in job training, while 1 in 5 were involved in both work and further education. 
Less than five percent pursued postsecondary education without also working. All in all, nearly one-third of 
disabled young adults had enrolled in some form of postsecondary education, with three-quarters of this group 
attending a two-year community college or vocational or technical school. This pattern indicates a lower level of 
postsecondary matriculation and a lower rate of four-year (versus two-year) college enrollment for individuals with 
disabilities, relative to the general population of young adults.  


In the first few years following high school, 43 percent of disabled young adults were employed for pay, a rate 
lower than the general population. The vast majority of employed disabled youth were working full time (at least 
35 hours per week) and earning more than $7 an hour. In all, more than 90 percent of those workers earned above 
the minimum wage, averaging $7.30 an hour. 


The path toward independent adult living in the years after school may be traversed in incremental steps by those 
with disabilities. During the early adult years, relatively few disabled individuals (15 percent) find themselves in 
independent residential settings—living alone, with a spouse or partner, in a college dorm, or other such 
arrangement outside a parent’s or relative’s home. However, two-thirds of those young adults have a driver’s 
license and 18 percent have their own credit card or charge account. Like the typical person entering adulthood, 
individuals with disabilities spend a significant amount of their free time with friends and engaging in social 
activities. Slightly more than half report seeing friends on at least a weekly basis. Twenty-eight percent of disabled 
young adults also participate in community groups, with a similar number engaged in volunteer activities. And 
nearly two-thirds (64 percent) are registered to vote, a figure comparable to the general population. 


Key Issues 


Transition Planning—For high school students diagnosed with disabilities and receiving services under IDEA, the 
process of preparing for the transition to adulthood begins by age 16. A formal transition plan is developed by a 
team that includes: the student and parents, special and general education teachers on the student’s IEP team, 
related service providers, and, as appropriate, administrators and transition specialists knowledgeable about 
resources and adult services in the community. In some cases, the team also includes representatives of 
organizations that traditionally have provided post-school services, such as vocational rehabilitation and mental 
health agencies and independent living centers. Once the transition plan is developed, it then becomes a formal 
part of the student’s IEP. Much like the more comprehensive IEP, the transition plan is intended to be tailored to 
the individual needs, strengths, and limitations of the student. As a result, the services delineated in the plans and 
the outcomes they are intended to produce vary widely from student to student and across disability categories.
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Differential Outcomes after High School—In light of the findings highlighted earlier in this report, it is perhaps not 
surprising to find that post-schooling experiences differ considerably within the larger population of disabled 
young adults, much as was observed for behavioral problems, academic achievement, and high school completion. 
An individual’s particular disability diagnosis appears to play a large role in shaping the course into adult life. For 
instance, young adults with hearing or visual impairments show relatively strong academic and social-involvement 
profiles, although they tend to be less engaged in employment. By contrast, the lowest rates of engagement in 
employment and postsecondary schooling are found among mentally retarded young adults.


35
 As is true for the 


general population, the way in which students with disabilities exit high school also holds important implications 
for the future. For instance, disabled young adults who earn a diploma or completion certificate are much more 
likely to enroll in postsecondary education than those who drop out of high school.  


Policy Context 


Individuals with Disabilities Education Act (IDEA)—Students with disabilities may receive services under IDEA until 
they reach the age of 21. The federal law also mandates that transition plans preparing for life after high school 
must be developed for all students with disabilities. Those plans, which become part of the student’s IEP, are 
created jointly by the student and parents, the IEP team, and other educational and social service professionals 
experienced with the particular supports deemed necessary for a successful transition to adult life. 


Leverage Points 


Dropout and Transition—High school students with disabilities are guaranteed access to an individualized 
transition plan under federal law. However, many of those students drop out before they are able to fully engage 
in and benefit from planned transition services. In addition to ensuring that these school-based services are 
carefully tailored to student needs, faithfully executed, and achieve their intended goals, it is also important to 
consider other strategies for delivering services and support to high school-age students who have already left 
school. 


Keeping Pace with a Changing World—Workplace environments are rapidly evolving as the result of technological 
advances, globalization of the economy, and myriad other developments that continually shape and reshape the 
economy. While all youth must be provided with the educational opportunities and other supports necessary to 
prepare for a successful adult life, particular challenges exist for students with disabilities. The vocational training 
and job preparation that students with disabilities receive in high school must remain relevant and keep pace with 
the changing demands of the workplace and expectations of employers. In addition, since access to good, stable 
jobs increasingly requires some education past high school, every effort should be made to enable young adults 
with disabilities to pursue and succeed in postsecondary education. This might include studying at a technical, two-
year, or four-year institution.   


Preparing for Dual Transitions—Over the past several decades, increasing numbers of young adults have been 
engaged in both paid employment and postsecondary education during the years following high school. The same 
pattern is found among both nondisabled individuals and those with disabilities. Transition services provided 
during high school have traditionally been oriented around preparing special education students either for work or 
for further schooling. It has become increasingly clear that transition planning must incorporate supports to 
prepare youth for both paid employment and postsecondary education, as well as the challenges they may 
encounter attempting to juggle both at the same time. 


 


 







Special Education in America 


Editorial Projects in Education Research Center  ■  www.edweek.org/rc  25 


 


 Conclusions—Directions for Policy and Practice 


This report has served to highlight a variety of critical topics that define the state of special education in the 
nation’s high schools. Several of these issues have emerged repeatedly and can serve as key themes for guiding the 
future efforts of both policymakers and educators. 


Knowledge is Power—Detailed, high-quality data on the population of students with disabilities represents a 
critical foundation of knowledge necessary to inform the broader enterprise of special education, through 
monitoring and evaluating the quality of services, tracking the outcomes of students with disabilities, setting 
realistic but meaningful expectations for performance, and developing more effective and well-calibrated 
approaches to policymaking and school-based practice. 


Filling in the Gaps—Attempts to gain a deeper understanding of the experiences of high school-age special 
education students continue to be hampered by two central factors. First, widely accessible data and research on 
students with disabilities tend to deal with very broad age ranges, which makes it difficult (if not impossible) to 
focus specifically on high school-age students. In addition, those studies and data collections often involve only the 
disabled population. While such sources—to varying degrees—provide valuable insights on students with 
disabilities, they may offer no way to directly compare their experiences with those of the general, nondisabled 
student population. 


Appreciating Diversity—The disabled population is clearly not monolithic. Across virtually any dimension 
that can be examined, one finds significant differences in outcomes and experiences. In particular, such 
considerations as the type and severity of an individual’s disability appear to reach into every aspect of life. 
Nonetheless, students with disabilities are often discussed by the public and treated by policy as if they were a 
homogenous group with a common set of capabilities and needs. The next generation of educational policy and 
practice should be guided by a more enlightened understanding of diversity within the population of individuals 
with disabilities. 


Opening the Black Box—In some respects, this overview of special 
education at the high school level may be noteworthy for what it has not been 
able to examine. For example, not much has been said regarding the specific 
types of services received by special education students or their quality. The 
reason for this omission is that surprisingly little is really known. Federal and 
state agencies routinely collect data about the inputs and outputs of special 
education—the characteristics of students with disabilities and certain outcomes. 
But comparatively scant attention has been devoted to systematically 
understanding the process through which special education services are actually 
delivered and the effectiveness of those services. As is true more generally of 
American education, what goes on within the schoolhouse—whether in a 
mainstream classroom or a pull-out session for students with disabilities—has 
long been considered an exclusive purview of local educators. Efforts to 
accurately identify and diagnose students with disabilities, to ensure that 
appropriate services are planned and delivered, to evaluate the quality of 
services, and to develop and disseminate effective interventions can progress 
only so far until a concerted and broad-based effort is made to truly open the 
black box and examine the process and practice of special education. ■ 


Types of Special 
Education Services 
● Assistance from a tutor, 


reader, or interpreter 


● Speech therapy 


● Occupational therapy 


● Life-skills training 


● Personal counseling or 
therapy 


● Transportation assistance 


● Physical therapy 


● Hearing-loss therapy or 
audiology 


● Job counseling or training 


 
SOURCE: NLTS2. SRI (2003). 
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RESOURCE APPENDIX 
 


 
 


Organizations 


Federal Agencies 


U.S. Department of Education, Office of Special Education 
Programs (OSEP) 
OSEP is dedicated to improving results for infants, toddlers, 
children, and youth with disabilities, ages birth through 21, 
by providing leadership and financial support to assist states 
and local districts and by administering the Individuals with 
Disabilities Education Act (IDEA).  
Online at: www.ed.gov/about/offices/list/osers/osep 
 
U.S. Department of Education, Office of Special Education 
and Rehabilitative Services (OSERS) 
OSERS provides a wide array of supports to parents, 
individuals, school districts, and states in three main areas: 
special education, vocational rehabilitation, and research. 
Online at: www.ed.gov/about/offices/list/osers 
 
U.S. Department of Education, National Center for Special 
Education Research (NCSER) 
NCSER sponsors a comprehensive program of special 
education research designed to expand the knowledge and 
understanding in the field of infants, toddlers, and children 
with disabilities. 
Online at: ies.ed.gov/ncser 


 


Non-Governmental Organizations 


Association on Higher Education and Disability (AHEAD) 
AHEAD is a professional association committed to full 
participation of persons with disabilities in postsecondary 
education. 
Online at: www.ahead.org 
 
Center for Special Education Finance (CSEF) 
CSEF addresses fiscal policy questions related to the delivery 
and support of special education throughout the United 
States and disseminates up-to-date information to 
stakeholders at all levels. 
Online at: www.csef-air.org 
 
Council for Children with Behavioral Disorders (CCBD) 
A division of The Council for Exceptional Children, CCBD 
works to promote and facilitate the education and welfare of 
children and youth with behavioral and emotional disorders, 
and to promote professional growth and research as a means 
to better understand the problems of these children. 


Information on teacher resources, including academic and 
behavioral interventions, is available from the CCBD website. 
Online at: www.ccbd.net 
 
Council for Exceptional Children (CEC) 
CEC, a non-profit association, supports special education 
professionals and others working on behalf of individuals 
with exceptionalities, by advocating for appropriate 
governmental policies, setting professional standards, 
providing continuing professional development, advocating 
for newly and historically underserved individuals with 
exceptionalities, and helping professionals achieve the 
conditions and resources necessary for effective professional 
practice. 
Online at: www.cec.sped.org 


 
Division on Career Development and Transition (DCDT) 
The DCDT promotes national and international efforts to 
improve the quality of and access to career/vocational and 
transition services, increases the participation of educators in 
career development and transition goals, and influences 
policies affecting career development and transition services 
for persons with disabilities. 
Online at: www.dcdt.org  
 
HEATH Resource Center 
HEATH is the national clearinghouse of information on 
postsecondary education for individuals with disabilities.  
Online at: www.heath.gwu.edu 
 
The Job Accommodation Network (JAN) 
Funded by the U.S. Department of Labor, JAN is a free 
consulting service that provides information about job 
accommodations, the Americans with Disabilities Act (ADA), 
and the employability of people with disabilities. 
Online at: www.jan.wvu.edu 
 
National Center on Educational Outcomes (NCEO) 
NCEO provides national leadership in designing and building 
educational assessments and accountability systems that 
appropriately monitor educational results for all students, 
including students with disabilities and students with limited 
English proficiency. 
Online at: www.cehd.umn.edu/nceo 
 
National Center for Culturally Responsive Education 
Systems (NCCRESt) 
NCCRESt provides technical assistance and professional 
development to close the achievement gap between 
students from culturally and linguistically diverse 
backgrounds and their peers, and reduce inappropriate 
referrals to special education. 
Online at: www.nccrest.org    
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National Center on Secondary Education and Transition 
NCSET coordinates national resources, offers technical 
assistance, and disseminates information related to 
secondary education and transition for youth with disabilities 
in order to create opportunities for those youth to achieve 
successful futures. 
Online at: www.ncset.org 
 
National Clearinghouse for Professions in Special Education 
The clearinghouse provides information services and 
disseminates products related to attrition/retention, 
personnel preparation, financial aid, employment resources, 
career information, and state licensure information. 
Online at: www.special-ed-careers.org 
 
National Collaborative on Workforce and Disability for 
Youth 
NCWD/Youth assists state and local workforce development 
systems to better serve youth with disabilities, and offers 
materials on promising practices, policies, and procedures in 
workforce development. 
Online at: www.ncwd-youth.info 
 
National Dissemination Center for Children with Disabilities 
The Dissemination Center is a comprehensive information 
resource center that provides information for teachers and 
other professionals on: disabilities in children and youth; 
programs and services for infants, children, and youth with 
disabilities; IDEA, the nation’s special education law; No Child 
Left Behind, the nation’s general education law; and 
research-based information on effective practices for 
children with disabilities. 
Online at: www.nichcy.org 
 
National Dropout Prevention Center for People with 
Disabilities 
This organization focuses on improving high school retention 
rates for youth with disabilities. 
Online at: www.ndpc-sd.org 
 
TeachNet 
Teach Net seeks to improve student learning by helping 
teachers integrate web-based lessons into their instructional 
practice. This site lists lesson plans appropriate for grades 9 
through 12. 
Online at: www.teachersnetwork.org/teachnet 
 
ThinkCollege.Net 
This website for students, families, and professionals 
provides information and links to resources about selecting 
and applying for admission to postsecondary institutions for 
youth with intellectual disabilities.  
Online at: www.thinkcollege.net 
 
 
 
 


 


Legal Resources 


The Individuals with Disabilities Education Act (IDEA) 
Website   
This U.S. Department of Education website provides access 
to comprehensive information about IDEA. The federal law 
governs how states and public agencies provide early 
intervention, special education, and related services to more 
than 6.5 million eligible infants, toddlers, children, and youth 
with disabilities. Infants and toddlers with disabilities (birth-2 
years) and their families receive early intervention services 
under IDEA Part C. Children and youth (ages 3-21) receive 
special education and related services under IDEA Part B.   
Online at:  idea.ed.gov 
 
Specific resources provided at idea.ed.gov include: 
Statute for IDEA 2004 (P.L 108-446): 
    idea.ed.gov/download/statute.html 


Regulations for IDEA:   
    idea.ed.gov/download/finalregulations.html 


Analysis of Alignment between IDEA and NCLB:  
    idea.ed.gov/object/fileDownload/model/TopicalBrief/field/PdfFile/primary_key/3 


Guide to Secondary Transition:  
   idea.ed.gov/object/fileDownload/model/TopicalBrief/field/PdfFile/primary_key/17 


 
Students with Disabilities Preparing for Postsecondary 
Education: Know Your Rights and Responsibilities  
This informational pamphlet from the U.S. Department of 
Education’s Office for Civil Rights (OCR), explains the rights 
and responsibilities of students with disabilities who are 
preparing to attend postsecondary schools. The document 
also explains the obligations of a postsecondary school to 
provide academic adjustments, including auxiliary aids and 
services, to ensure the school does not discriminate on the 
basis of disability. 
Online at: www.ed.gov/about/offices/list/ocr/transition.html 
 
Wrightslaw 
The mission of this organization is to provide parents, 
advocates, educators, and attorneys with accurate, up-to-
date information about special education law and advocacy. 
This website provides articles, information about court cases, 
newsletters, and resources on dozens of topics in the 
Advocacy Libraries and Law Libraries. Among the resources 
offered are information and analysis relating to IDEA and a 
library of case law on special education litigation. 
Online at: www.wrightslaw.com 
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Selected Reports/Studies  


Academic Achievement and Educational 
Outcomes 


The Academic Achievement and Functional Performance of 
Youth with Disabilities (2006) 
This report by SRI International presents findings from the 
National Longitudinal Transition Study-2 (NLTS2). The study 
examines results of tests administered to a national sample 
of 16 to 18 year-old students with disabilities. The 
assessments covered language arts skills, mathematics 
abilities, and content knowledge in science and social 
studies. For youth for which a direct assessment was deemed 
inappropriate, a comprehensive measure of adaptive 
functioning in school, home, employment and community 
settings was administered. 
Online at: 
www.nlts2.org/reports/2006_07/nlts2_report_2006_07_complete.pdf 
 
Improving Educational Outcomes for Students with 
Disabilities (2005) 
This report from the National Council on Disability discusses 
policies that promote positive outcomes for students with 
disabilities as well as evidence-based research and practice. 
The latter includes the areas of dropout prevention and 
transition services.  
Online at: 
www.ncd.gov/newsroom/publications/2004/educationoutcomes.htm 
 
Increasing School Completion: Learning from Research-
Based Practices that Work (2004) 
This brief by the National Center on Secondary Education and 
Transition provides a review of 45 prevention and 
intervention studies related to school completion. Findings 
indicate that there is no one-size-fits-all program for 
increasing school completion and that a variety of 
interventions can prove successful if they focus on engaging 
students in learning.  
Online at: 
www.ncset.org/publications/researchtopractice/NCSETResearchBrief_3.3 
 
Inferring Program Effects for Special Populations: Does 
Special Education Raise Achievement for Students with 
Disabilities? (2002) 
Hanushek, E.A., Kain, J.F., & Rivkin, S.G.  (2002).  Review of 
Economics and Statistics, 84(4), 584-599.  This article 
discusses program effectiveness for students receiving 
special education as well as any deleterious effects for those 
not so classified.   
 
2005 State Special Education Outcomes: Steps Forward in a 
Decade of Change (2005) 
Presenting the results of the tenth survey of state directors 
of special education by the National Center on Educational 
Outcomes, this report summarizes new initiatives, trends, 


accomplishments, and emerging issues, as states document 
the academic achievement of students with disabilities 
during an era of standards-based reform. 
Online at: 
cehd.umn.edu/NCEO/OnlinePubs/2005StateReport.htm 
 


History, Policy, and Finance 


History: Twenty-five years of progress in educating children 
with disabilities through IDEA (2000) 
This pamphlet from the Office of Special Education and 
Rehabilitative Services traces the history of IDEA, the nation’s 
premier education legislation for students with disabilities. 
Online at: www.ed.gov/policy/speced/leg/idea/history.pdf 
 
 
Learning Disabilities: Historical Perspectives (2001) 
This paper from the National Research Center on Learning 
Disabilities traces the roots of learning disabilities back to the 
early 1800s, through the turbulent period of 1985, to the 
year 2000. 
Online at: www.nrcld.org/resources/ldsummit/hallahan.pdf 
 
The Legislative and Litigation History of Special Education 
(1996) 
Martin, E.W., Martin, R., & Terman, D.L.  The Future of 
Children: Special Education for Students with Disabilities 6(1), 
25-39. This article discusses historical developments related 
to the legal rights of students with disabilities, reviews 
relevant court cases, and explores the impact of major 
statutes involving special education. 
Online at: www.futureofchildren.org/usr_doc/vol6no1ART2.pdf 
 
What We Know and Need to Know about the Consequences 
of High-Stakes Testing for Students with Disabilities (2004) 
Ysseldyke, J. and Colleagues (2004).  Exceptional Children, 
71(1), 75-94. This article examines anecdotal and empirical 
evidence regarding increased participation of students with 
disabilities in state assessments.   
 
State Variations in Accommodations Policy and Practice 
(2003) 
This paper from the National Center on Educational 
Outcomes examines assessment accommodation policies in 
the 50 states.  
Online at: 
www.education.umn.edu/NCEO/Presentations/AccommPolPrac.doc 
 
What Are We Spending on Special Education Services in the 
United States, 1999-2000? Updated June 2004 
The Special Education Expenditure Project (SEEP),conducted 
by the Center for Special Education Finance (CSEF), is the 
fourth project sponsored by the Office of Special Education 
Programs (OSEP) and its predecessor to examine the nation’s 
spending on special education and related services in the 
past 40 years. The SEEP addresses a variety of research 
questions about how federal, state, and local funds are used 
to support programs and services for students with 
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disabilities. Their reports are based on analyses of extensive 
data for the 1999-2000 school year. 
Online at: www.csef-air.org/publications/seep/national/AdvRpt1.PDF 
 


High School and Transitions to Adulthood 


Advances in Learning and Behavioral Disabilities (2004) 
This issue of Research in Secondary Schools (Vol. 17) 
examines the education of high school students with 
disabilities. Among the topics addressed are: efficacy of self-
management techniques; the utility and efficacy of 
homework assignments; treatments for secondary students 
with autism; interventions on content-area learning; the 
effects of teacher licensure on teaching competence; 
dynamic assessment of working memory; and uses of 
technology in secondary education programs for students 
with learning and behavioral disabilities.  
 
After High School: A First Look at the Postsecondary 
Experiences of Youth with Disabilities: A Report from the 
National Longitudinal Transition Study-2 (NLTS2) (2005)  
This report from SRI International presents research from the 
NLTS2, focusing on the high school experiences of students 
with disabilities and their post-school transition. Topics 
include postsecondary education, employment, and social 
life following high school.  
Online at:  
www.nlts2.org/reports/2005_04/nlts2_report_2005_04_complete.pdf 


 
An Overview of Findings From Wave 2 of the National 
Longitudinal Transition Study-2 (2006) 
This report from SRI International provides an executive 
summary of two previous reports of findings from the NLTS2. 
Topics examined include the academic achievement and 
functional performance of youth with disabilities and their 
post-school experiences. 
Online at: 
www.nlts2.org/reports/2006_08/nlts2_report_2006_08_complete.pdf 
 
Changes Over Time in Early Postschool Outcomes of Youth 
with Disabilities (2005) 
This SRI International report analyzes changes in the 
experiences of disabled youth using data from the National 
Longitudinal Transition Study and the National Longitudinal 
Transition Study-2. Focusing on youth who had been out of 
school for up to two years, this report addresses secondary 
school completion, subsequent living arrangements and 
social involvement, enrollment in further education, entering 
the job market, and community engagement. 
Online at: 
www.nlts2.org/reports/2004_04/nlts2_report_2004_04_complete.pdf 


 
 
 
 
 


Transition Planning for Students with Disabilities (2004) 
This report from SRI International presents results from 
NLTS2 and examines the transition planning process 
undertaken during high school to prepare youth with 
disabilities for life after school and adulthood.  
Online at: 
www.nlts2.org/reports/2004_11/nlts2_report_2004_11_complete.pdf 
 
How Are We Preparing Students With Emotional 
Disturbances for the Transition to Young Adulthood? 
Findings From the National Longitudinal Transition Study-2  
(2006)  
Wagner, M. &  Davis, M.A.  Journal of Emotional & Behavioral 
Disorders 14(2), 86-98. This article describes five principles of 
exemplary practices to promote positive secondary school 
experiences and successful trajectories into early adulthood 
for students with emotional disturbances.  
 


Other Topics 


History, Rhetoric, and Reality—Analysis of the Inclusion 
Debate (2000) 
Kavale, K.A., & Forness, S.R. Remedial and Special Education, 
21 (5), 279-296. This article examines the integration of 
students with disabilities into general education classrooms. 
 
Minority Students in Special and Gifted Education (2002) 
This report from the National Research Council (Donovan & 
Cross, Eds.) reviews the knowledge base on minority 
representation in special and gifted education and examines 
the higher representation of minority students in disability 
categories such as mental retardation and emotional 
disturbance. Findings and recommendations address the 
factors that may contribute to disproportionate 
representation.  
Online at: www.nap.edu/books/0309074398/html/ 
 
A Brief History of Special Education Technology (2000) 
Blackhurst, A.E., & Edyburn, D.L. (2000). Special Education 
Technology Practice, 2(1), 21-36.  This article provides an 
overview of trends in special education related to 
instructional technology, assistive technology, medical 
technology, productivity tools, information technology, and 
the technology of teaching. 
Online at: www.setp.net/pdf/SEThistory.pdf 
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Special Education Journals 


Journal of Special Education  
This multidisciplinary publication presents primary research 
and scholarly reviews related to special education. Quarterly. 
Peer reviewed. 
Online at: www.proedinc.com/jse.html 
 


Preventing School Failure 
This journal provides educators and administrators with 
articles focused on subjects related to preventing failure in 
schools. Quarterly. Peer reviewed. 
Online at: www.heldref.org 
 


Learning Disabilities Research & Practice 
The official publication of the Division of Learning Disabilities 
of the Council for Exceptional Children, this journal features 
information on practices related to identification, 
assessment, placement, teacher training, and service delivery 
systems. Quarterly. Peer reviewed. 
Online at: www.blackwellpublishing.com/LDRP 
 


Journal of Emotional and Behavioral Disorders 
This journal includes articles, reviews, and commentary on 
research and practice for professionals that serve individuals 
with emotional and behavioral disorders. Quarterly. Peer 
reviewed. 
Online at: www.ingentaconnect.com/content/proedcw/jebd 
 


Remedial & Special Education 
This journal features topical and non-topical issues involving 
the education of persons for whom typical instruction is not 
effective. Also included are interpretation of research 
literature and recommendations for the practice of remedial 
and special education. Six times a year. Peer reviewed. 
Online at: www.ingentaconnect.com/content/proedcw/rase 
 


Rural Special Education Quarterly 
Focuses on federal and national events relevant to rural 
individuals with disabilities, progressive service delivery 
systems, reviews of relevant conferences and publications, 
and resources for rural special educators. Quarterly. Peer 
reviewed. 
Online at: www.acres-sped.org/publications 
 


Learning Disabilities—A Contemporary Journal 
Forum for research, practice and opinion papers in the area 
of learning disabilities and related disorders. Journal targets 
researchers and practitioners in education, special education, 
psychology, and related fields. Twice a year. Peer reviewed. 
Online at: www.ldam.org 
 


Reading & Writing Quarterly 
An interdisciplinary journal, published in Great Britain, which 
addresses the causes, diagnosis, prevention, evaluation, and 
remediation of reading and writing difficulties in regular and 
special education settings. Quarterly. Peer reviewed. 
Online at: www.tandf.co.uk/journals/tf/10573569 


 


Data Resources 


IDEAdata Website 
This website provides public access to the most recent data 
about children with disabilities served under the Individuals 
with Disabilities Education Act (IDEA). Those data are 
collected annually by the U.S. Department of Education, 
Office of Special Education Programs, in accordance with 
provisions of IDEA. Information is provided in the form of 
tables produced for the Annual Reports to Congress. 
Online at: www.ideadata.org 
 
National Longitudinal Transition Study-2 (NLTS2) 
National Center on Special Education Research (Institute of 
Education Sciences) 
Funded by the U.S. Department of Education, this study 
offers data documenting the experiences of a national 
sample of students who were 13 to 16 years of age in 2000 
as they move from secondary school into adult roles. NLTS2 
examines a wide range of topics, including high school 
coursework, extracurricular activities, academic 
performance, postsecondary education and training, 
employment, independent living, and community 
participation. It produces information of interest to many 
audiences, including state and local education agencies, the 
U.S. Congress, the U.S. Department of Education, parents, 
teachers, researchers, advocates, and policymakers. 
Online at: www.nlts2.org 


 
Special Education Expenditure Project (SEEP) 
The 1997 reauthorization of the Individuals with Disabilities 
Education Act (IDEA) mandated data collections and studies 
to measure and evaluate the impact of the IDEA and the 
effectiveness of state efforts to provide a free, appropriate 
public education to all children with disabilities. In response 
to this requirement, the U.S. Department of Education has 
funded the American Institutes for Research to support the 
Special Education Expenditure Project. SEEP is the main focus 
of the Center for Special Education Finance (CSEF). 
Online at: www.csef-air.org 


 
Study of State and Local Implementation of the Individuals 
with Disabilities Education Act (SLIIDEA) 
Conducted by Abt Associates and its partners for the U.S. 
Department of Education’s Office of Special Education 
Programs, SLIIDEA examines how the Amendments of the 
Individuals with Disabilities Education Act (IDEA) of 1997 are 
being implemented. The study has a particular focus on 
student performance, access to the curriculum, behavioral 
supports, parental involvement, and transitions for young 
children to school and youth to adult life.   
Online at: www.abt.sliidea.org  
 



www.proedinc.com/jse.html

www.heldref.org

http://www.blackwellpublishing.com/LDRP

http://www.ingentaconnect.com/content/proedcw/jebd

http://www.ingentaconnect.com/content/proedcw/rase

http://www.acres-sped.org/publications

http://www.ldam.org/

http://www.tandf.co.uk/journals/tf/10573569

http://www.ideadata.org/

http://www.nlts2.org/

http://www.csef-air.org/

http://www.abt.sliidea.org/





Special Education in America 


Editorial Projects in Education Research Center  ■  www.edweek.org/rc  34 


 


 


Selected Experts 


Robert A. Algozzine  
Professor, Department of Educational Administration, 
Research, and Technology, University of North Carolina at 
Charlotte  
Researcher, former co-editor of the journal Exceptional 
Children. Served on the task force responsible for the special 
education programs being implemented in the Charlotte-
Mecklenburg School system  
Contact: rfalgozz@email.uncc.edu  
 


Alfredo J. Artiles 
Professor, College of Education, Arizona State University 
Researcher with expertise in the area of English-Language 
Learners and special education. His work examines the role 
of culture in learning in two contexts: special education 
placement practices and teacher learning in urban 
multicultural schools. Co-Principal Investigator of the 
National Center for Culturally Responsive Education Systems 
(NCCRESt) 
Contact: alfredo.artiles@asu.edu  
 
José Blackorby 
Program Manager, Special Education and Disability Policy, 
SRI International 
Researcher with experience in conducting large-scale 
national studies of students with disabilities. Principal 
investigator of the National Study of Alternative Assessments 
(NSAA), researcher on the Special Education Elementary 
Longitudinal Study (SEELS) and National Longitudinal 
Transition Study-2 (NLTS2) 
Contact: dispolicy@sri.com 
 
Martha J. Coutinho 
Professor, Department of Human Development and Learning, 
East Tennessee State University 
Researcher who has written on racial and gender-based 
disproportionate representation of minority students in 
special education. 
Contact: coutinho@etsu.edu 
 
Donald D. Deshler 
Professor, School of Education, University of Kansas 
Researcher and director of the Center for Research on 
Learning (CRL) at the University of Kansas. The CRL focuses 
on the validation of academic and social strategies for 
adolescents who struggle with becoming good readers, 
writers, and learners. 
Contact: ddeshler@ku.edu 


 
Douglas Fuchs 
Professor, Peabody College of Education and Human 
Development, Vanderbilt University 
Researcher whose areas of expertise include instruction of 
students at risk for school failure because of disability or 
poverty. Through a number of projects, his work has focused 


on the development of pre-referral interventions, peer-
assisted learning strategies in reading and math, curriculum-
based measurement procedures, and methods of 
reintegrating students with high-incidence disabilities into 
mainstream settings. 
Contact: doug.fuchs@vanderbilt.edu 
 
Lynn Fuchs 
Professor, Peabody College of Education and Human 
Development, Vanderbilt University 
Researcher specializing in the instruction and assessment of 
students with disabilities. She has conducted programmatic 
research on assessment methods for enhancing instructional 
planning and on instructional methods for improving reading 
and math outcomes for students with learning disabilities. 
Contact: lynn.fuchs@vanderbilt.edu 
 
Thomas Hehir 
Professor, Graduate School of Education, Harvard University 
Researcher and director of the School Leadership Program, 
he served as director of the U.S. Department of Education’s 
Office of Special Education Programs from 1993 to 1999. In 
that capacity, he was responsible for federal leadership in 
implementing the Individuals with Disabilities Education Act 
(IDEA).   
Contact: thomas_hehir@gse.harvard.edu 
 
David R. Johnson 
Professor, College of Education and Human Development, 
University of Minnesota  
Director of the Institute on Community Integration (ICI), a 
federally-designated University Affiliated Program that 
focuses on developmental disabilities. ICI carries out three 
core activities—preservice and continuing education, 
research and dissemination, and service and outreach across 
four program areas (early childhood services, school-age 
services, transition and employment services, and adult 
services/community living). 
Contact: johns006@umn.edu 
 
Janette K. Klingner 
Professor, School of Education, University of Colorado 
Researcher whose work focuses on the disproportionate 
representation of culturally and linguistically diverse 
students in special education, reading comprehension 
strategy instruction for culturally and linguistically diverse 
students, and enhancing the sustainability of culturally 
responsive and evidence-based practices through 
professional development. 
Contact: janette.klingner@colorado.edu 
 
Margaret J. McLaughlin 
Professor, College of Education, University of Maryland  
Associate Director of the Institute for the Study of 
Exceptional Children and Youth and researcher who focuses 
on special education policy and the impacts of educational 
reform on students with disabilities.  
Contact: mjm@umd.edu 
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Thomas B. Parrish 
Managing Research Scientist, Deputy Director, Education and 
Human Development Program, American Institutes for 
Research 
Director of the Center for Special Education Finance (CSEF) at 
AIR, specializes in public education fiscal policy with a focus 
on special education. CSEF is involved in research addressing 
the national agenda for special education finance and in 
conducing state and federal studies on the impact of special 
education finance reform.  
Contact: tparrish@air.org 
 
Martha Thurlow  
Director, National Center on Educational Outcomes (NCEO), 
University of Minnesota 
Researcher whose areas of expertise include assessment and 
decision-making, learning disabilities, dropout prevention, 
effective classroom instruction, and integration of students 
with disabilities in general education settings. NCEO was 
established in 1990 to provide national leadership in 


designing and building educational assessments and 
accountability systems that appropriately monitor 
educational results for all students, including students with 
disabilities. 
Contact: nceo@umn.edu 
 
Mary Wagner 
Director, Center for Education and Human Services, SRI 
International 
Researcher specializing in large-scale longitudinal studies of 
students with disabilities. Currently the principal investigator 
of the National Longitudinal Transition Study-2 (NLTS2), 
which is investigating the secondary school programs, 
experiences, and achievements of a nationally representative 
sample of students with disabilities. Also served as co-
director of the Special Education Elementary Longitudinal 
Study (SEELS).   
Contact: cehs@sri.com 
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Please return request form to Leslie Hosch, Education Services Specialist, SERC 25 Industrial Park Road, 
Middletown, CT 06457. 
For content questions or presentation information, please contact Karen Stigliano, Consultant at SERC, 
(860) 632-1485, ext. 317, or Stigliano@ctserc.org.  
   


 


REQUEST FORM:  High School Transition Planning and Services                                                                                                                (Please print clearly.) 


Requested Training Date:                           Alternate Date:                                                                                             
District/Region    School/Agency                   Work Phone  (         )                     
Name       ________________SERC Membership #                                        


Home Address     City/Zip    _______ Home Phone (  )     


Position/Role      Grade Level Email (Please Print.)                        


In which region do you receive/provide services?         ACES //        CES //        CREC //        EASTCONN //        ED CONNECTION //       LEARN 


High School Transition Planning and Services 


 


Parent/educator teams are currently available to meet the growing number of requests for presentations 
about the basics of transition planning and services.  These presentations can be customized to meet the 
needs of a specific target audience.  The presentations provide an overview of the essentials that every 
parent, family member, and service provider needs to know about this topic. 


Parent nights, transition expos, and PTA/SEPTA meetings are wonderful opportunities to offer critical 
information on transition planning and services.  Local schools and private and state agencies are also 
welcome to arrange for one of these overview sessions. 


There is no fee for the presentation.  The requesting organization is responsible for providing the meeting 
space and light refreshments, as well as the audio-visual needs of the presenters, which can include an 
LCD projector, screen, flip chart, and the use of a computer. 


Presentations, including evening presentations, are being scheduled now! 


PRESENTATIONS AVAILABLE 
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MEMORANDUM 
 
 
 
 
TO:  Directors of Special Education and Pupil Services 


FROM: George P. Dowaliby, Chief, Bureau of Special Education and Pupil Services 


SUBJECT: Enclosed Information 


DATE: December 18, 2002 


 


Enclosed please find three important items of information: 


 
• Time with Non-Disabled Peers (TWNDP) Data Collection – Community-Based Job 


Placements and in Regular Education Classroom Settings 
 


• Certification/Requirements to Serve in the Capacity of Transition Coordinator/Transition 
Specialist 


 
• Important Changes in Funding of Post-Secondary Training and Education Under the 


Vocational Rehabilitation Program 
 
 
My best wishes to you and your families during this holiday season. 
 
 







MEMORANDUM 
 
 
 


TO:  Directors of Special Education and Pupil Services 


FROM: George P. Dowaliby, Chief, Bureau of Special Education and Pupil Services 


SUBJECT: Time with Non-Disabled Peers (TWNDP) Data Collection – Community-Based 
Job Placements and in Regular Education Classroom Settings. 


DATE: December 18, 2002 
 
 
This memorandum is to serve as clarification regarding how your district should count hours as 
“TWNDP” as it relates to the participation of students with disabilities in job placements, and 
other community-based training opportunities and in regular classroom settings.  
 
JOB TRAINING/COMMUNITY-BASED SETTINGS 
The federal definition of “regular education” includes the following: 


“… age-appropriate community-based settings that include individuals with and without 
disabilities, such as college campuses or vocational sites…” (OSEP IDEA, Part B Data 
Dictionary – October 2002). 


When determining if such community-based job placements or skills training programs should 
count as TWNDP, all of the following apply: 


• The job placement occurs in an inclusive setting where individuals with and without 
disabilities are present. Think about the “look around” rule – when you are in the setting 
in which the student is being educated, “look around” to see if there are individuals 
without disabilities present;  


• The job experience is one at which any student could potentially work; 
• It is not a job placement that has been designed just for students with disabilities; and 
• The community-based job placement and/or skills training program is part of the 


student’s educational program (i.e. not just an after-school job). 


Examples of age-appropriate community-based job placements that would meet the criteria to be 
counted as “TWNDP”, based on the above criteria, would include the following: 


• Individual job sites, on a regular and consistent basis, with or without a job coach, that 
includes individuals without disabilities; 


• In-school job sites, on a regular and consistent basis, with or without a job coach, that 
includes individuals without disabilities; and/or 







TWNDP Data Collection 
December 18, 2002 
Page 2 
 
 
 


• A work crew or enclave where a group of students may go to one job site, but each 
student works in different jobs within that one site (i.e., the job site may be at a grocery 
store, four students go at one time, supervised by a job coach, but each student is working 
in a different part of the store, with individuals without disabilities).  


Examples of community-based experiences that would not meet the criteria to be counted as 
TWNDP would include the following: 


• Sheltered employment of any kind; 
• Periodic “field trips” for the purpose of one-time job shadowing or visits to businesses; 
• Work crews or enclaves where a group of students complete work in a separate room or 


setting and there is no meaningful presence of individuals without disabilities; 
• Work crews or enclaves where students participate in jobs such as maintenance/grounds 


keeping etc., but the work occurs after business/company hours and there is no 
meaningful presence of individuals without disabilities; and/or 


• Periodic “field trips” to the community to conduct independent living activities. 
 
REGULAR EDUCATION CLASSES 
For the purposes of determining a student’s “Time with Non-Disabled Peers” in schools, one 
would also apply the “look-around” rule – when you are in the setting in which the student is 
being educated, “look around” to see if there are students with disabilities; (that is, students who 
are requiring specially designed instruction in that setting), being educated with individuals 
without disabilities. 


A “regular education classroom”: 


• is taught by a general education teacher; 
• is identified in a course catalogue as a general education class; and  
• contains a substantial number of non-disabled students. 


 
Please note that “Time with Non-Disabled Peers” is different than “Hours of Special Education 
Instruction”.  For example, it is possible that a student can spend 100% of his/her time receiving 
Special Education instruction, and can simultaneously be in a regular classroom whereby the 
same 100% of his/her time is with non-disabled peers.  
  
Examples of a “regular education classroom” would include the following: 


• A general education 3rd grade class; 
• A co-taught class with a substantial number of non-disabled peers on the classroom 


roster; and/or 
 







TWNDP Data Collection 
December 18, 2002 
Page 3 


 
 
 
• Lunch, recess and other non-academic time during the school day where students with 


disabilities are included with other age appropriate classes. 


Examples of a “regular education classroom” would not include the following: 


• an art class taught by the art teacher, where the students in the class are all students with 
disabilities from the school’s self-contained class; 


• a special education resource room; or 
• a special education classroom where non-disabled peers visit and/or “peer-tutor” students 


with disabilities on a regular basis. 


If you have any questions re. TWNDP as it relates to job placements or community-based setting 
please contact Karen Halliday at (860) 807-2020 or karen.halliday@po.state.ct.us 


If you have any questions re. TWNDP as it relates to regular education classes, please contact 
Jeff Forman at (860) 807-2045 or jeff.forman@po.state.ct.us. 
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		REGULAR EDUCATION CLASSES








The “New” 11th Annual Conference on Educating Students  
with Disabilities in General Education Classrooms 


 


This Conference marks the merger of the Annual Assistive Technology and  
Expanding Horizons conferences…....bringing together what’s best for all! 


Keynote Address:   


LeDerick R. Horne 
Horne & Associates, LLC,   


Somerset, New Jersey 


 


Tuesday, December 9, 2008 
8:00 a.m. to 4:00 p.m. 


Crowne Plaza, Cromwell, CT 


www.ctserc.org 
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Keynote Address: 


Agenda 
   
   8:00 a.m. Registration/Refreshments/ 
   Networking/Exhibits Open 
 


    8:45 a.m. Welcome and Opening Remarks 
 


   9:00 a.m. Keynote Presentation  
   LeDerick R. Horne 
 


    9:40 a.m. A.M. Showcases  
   A.M. Short Courses Begin 
 


  10:20 a.m. Break 
 


  10:30 a.m. A.M. Concurrent Sessions 
   A.M. Short Courses (cont.) 
 


  12:00 p.m. Lunch (provided) 
 
    1:20 p.m. P.M. Showcases 
   P.M. Short Courses Begin 
 


   2:00 p.m. Break 
 


    2:10 p.m. P.M. Concurrent Sessions 
   P.M. Short Courses (cont.) 
 


    3:40 p.m. Closing/Evaluation/Door Prizes 


Showcases and Concurrent Sessions 
 
This year, the Conference will offer Showcases, Concurrent 
Sessions, and Ticketed Short Courses.  Please see more 
information about Short Courses on the next page.  The 
Showcases will feature Connecticut school personnel from all 
grade levels. These demonstrations or discussions, led by 
teachers, parents, and students, will share an activity, strategy, or 
practice the presenting school and/or district found successful 
and that may be implemented or adapted by others. 
 


Professionals in the fields of technology and inclusive education 
will present in the Concurrent Sessions scheduled as follows:  
 


Concurrent Session topics for the A.M. will include: 
• Changing School Culture 
• Mimio Interactive White Board 
• Overview and Implementation of the National 


Instructional Materials Accessibility Standards (NIMAS) 
• Labeled Disabled (What’s In a Label?) 
• An Assistive Technology Swap 
• Boundless Learning Environment 
• The Intersection of Race and Disabilities 
 


Concurrent Session topics for the P.M. will include: 
• Augmentative and Alternative Communication (AAC) in 


the Classroom 
• Co-Writer and Write Out Loud 
• Literacy and Technology 
• The New Modified Assessments 
• Intersection of Race and Disability 
• Labeled Disabled (What’s In a Label?) 
• Project Participate (Responsible Inclusive Practice) 
 


All participants will receive a program guide outlining the session 
descriptions along with conference materials. 


Please take the opportunity to visit the Conference 
exhibits, which open at 8:00 a.m. and will be available 
throughout the day.  Displays will include assistive 
technology devices, software, curricular resources, 
professional development resources, videos, and 
information about organizations interested in the 
education of Connecticut’s youth. 


                LeDerick R. Horne 
                                     Horne & Associates, LLC,  Somerset, New Jersey 


  


LeDerick Horne, inspired by the supports that helped him succeed beyond the boundaries of his severe learning disability, has 
devoted himself to relating the message of self-advocacy.  Mr. Horne is a disability advocate, a poet, and Board Chair of Project 
Eye-to-Eye, a national mentoring program for students with learning disabilities.  Using stories from his own personal experience, 
he has become a national speaker, reaching thousands of students, teachers, and education services providers. 
  
Since graduating college in 2003, Mr. Horne has become the head of his own property management company, formed The 
Trinity Poets, and in 2005, released the first CD of his poems, Rhyme, Reason and Song.  Today he uses his talents to help 
educate and empower. 







This year the Expanding Horizons Conference will offer four Short Courses featuring national presenters and programs as an alternative to 
Concurrent Sessions and Showcases.  Two Short Courses will be offered during the A.M. portion of the agenda, and two will be offered in the 
P.M.  Each Short Course is designed to run for nearly two and a half hours to allow Conference participants an opportunity to gain more in-
depth knowledge of each program.  As seating is extremely limited, participants must preregister for each Short Course they would like to 
attend.  There will be an additional fee of five dollars for each Short Course selected.  More information about registration and fees is located 
on the back page of this brochure.  Notice of your acceptance and a ticket into a Short Course will be included in your letter of confirmation 
for the Conference.   


AM Short Course 1:  Teri Brogden, Univ. of Colorado Denver  
 


AM Short Course 2:  Amy Norton, NEAT Marketplace 


PM Short Course 3:  Brenda Mathis, Lesley University PM Short Course 4:  Tammy Devlin, Johns Hopkins University 


Project Participate:  Increasing Participation in Classrooms for 
Students with Significant Needs 


 
For students with disabilities, being able to participate in the 
curriculum is an essential prerequisite to learning.  Students who 
are deprived of the ability to interact with peers and learning 
materials become spectators in their own classrooms.  This session 
will teach a four-step process to increase classroom participation: 
identifying the type of participation, identifying the barriers to 
participation, identifying the intervention to increasing participation, 
and evaluating the intervention.  The presenter will address the 
challenges of creating a meaningful learning environment for 
students with complex disabilities.  Participants will observe 
videotapes and receive a packet of resources to use in their 
classrooms. 


Assuring Access to the General Education Setting 
 


General and special educators strive to ensure that accommodations 
and assistive technologies (AT) specified in IEPs are provided 
routinely in general education settings in order to improve access to 
and success in the general education curriculum among students with 
disabilities. Unfortunately, many teachers find managing and 
accessing IEP information difficult and time consuming.   To help 
teachers maneuver through the maze of IEP content and paperwork, 
the Johns Hopkins University Center for Technology in Education 
(JHU CTE) developed a practical tool called the Class Profile Matrix 
(CPM). The CPM allows for key information from IEPs to be entered 
and organized in a class view format so teachers can have an “at-a-
glance” view of the scaffolds, supports, and accommodations needed 
by students with disabilities to successfully access the general 
education curriculum.  In this simulated workshop, participants will 
learn the basic features of the CPM and discuss how the tool may be 
applied in their settings.  Each participant will receive a copy of the 
CPM with a resource guide.  


Universal Design for Learning and Culture 
 


General and special educators remain challenged to address the 
needs of students across the learning differences spectrum.  To help 
meet those needs, many teachers turn to the methodology of 
Universal Design for Learning (UDL) to enhance their 
understanding of how to provide multiple ways to represent 
content, receive student work, and engage students in the 
classroom.  In her experience teaching students in Japan, Mathis 
found that UDL requires an additional element of understanding: 
the impact of cultural norms on instruction.  In this workshop you 
will learn the UDL methodology, hear about cultural norms that 
inform Mathis’ teaching practice, and experiment hands-on with 
technologies and gadgets that support diverse learners in the same 
classroom – with the goal of applying these approaches in your own 
classrooms. This interactive session will provide laptops for 
participants’ use.  The target audience includes K-12, post-
secondary and adult learning educators, parents, and anyone with 
family and friends who need support for learning differences. 


Using Abilities to Access Technology 
 


Education is all about access.  IDEA 2004 emphasizes the 
importance of allowing all students to participate and make progress 
in the general education curriculum.  To do this effectively, we need 
to start with the concept of equitable access. Many students with 
disabilities are unable to participate with their non-disabled peers in 
computer-based educational opportunities.  In some cases, simple 
changes to accessibility options may address their needs; in many 
other cases, however, we need to implement complex solutions.  In 
this hands-on session, participants will explore a continuum of 
alternative access methods to provide students with the opportunity 
to use technology for both learning and demonstrating knowledge.   


The Learning Lab for A.M. Short Course 2 and P.M. Short Course 4 is sponsored by  







Registration Information 
 


This Conference can accommodate three hundred (300) preschool to grade-12 general and special education teachers, paraprofessionals, 
student support services personnel, administrators, and family members.  Registration will be on a first come, first served basis, with 
consideration for regional distribution. 
 
There is a registration fee of $70.00 per person for the Conference.  For each Short Course selected, there is an additional $5.00 fee.  
Lunch will be provided.  Purchase orders will be accepted but payment MUST be received prior to December 9, 2008.   The closing date 
for submitting applications is November 26, 2008.  Applications received after November 26, 2008 will be accepted as space permits.  
Checks and/or purchase orders should be made payable to Rensselaer at Hartford.    Registration fee waivers are available, if needed, for 
parents and other family members.  A limited number of stipends are also available to help defray the cost of childcare and transportation.  
Please indicate your need in the appropriate areas on the application form.   
 
Please direct questions regarding registration to Heather Penfield, Education Services Specialist, at SERC, (860) 632-1485, ext. 263.  
Content questions should be directed to Craig Struble, Consultant, at SERC, (860) 632-1485, ext. 392.   
 


Please complete the application fully and return with fee to: 
Expanding Horizons, SERC, 25 Industrial Park Road, Middletown, CT  06457. 


CEU Information 
 


SERC will award .7 CEUs. 
 


To be eligible for CEUs, participants must be preregistered, receive written confirmation from SERC, attend the full Conference, complete a 
participant evaluation form, and provide evidence of post-conference application/reflection.  Evaluation forms and information about the post-
conference application/reflection will be available at the Conference.  Certificates of Attendance will also be available. 


11th Annual Expanding Horizons Conference            (09-09-005)  LRE/hp-brochure      (Please print clearly.) 
 
Please select:  ___Conference Registration Only - $70.00 fee    
        ___Conference plus one Short Course - $75.00    (____A.M. 1   ____A.M. 2   ____P.M. 3  ____P.M. 4)    
        ___Conference plus two Short Courses - $80.00   (____A.M. 1   ____A.M. 2   ____P.M. 3  ____P.M. 4)    
Name:         SERC Membership #:    
Home Address:      City/State:   Zip Code:   
District:       School/Agency:       
Position/Role:    Grade Level/Age Range:  Daytime Phone:(      )    
Email Address:        Home Phone:(   )    
 
In which region are services provided? 
 ____ACES    _____CES     _____CREC     _____EASTCONN     _____ED CONNECTION     _____LEARN 
 
Classroom release time is approved:  Administrator’s Signature:         
Please check if needed:  _____Vegetarian Lunch   _____Interpreter (please specify:      ) 
        _____Alternative Print Resources (please specify:_________________) 
Parents/Family Members (check as many as apply): I request:   _____ a parent waiver    _____a parent stipend form   _____student fee waiver     
Please note any other needs:             
                


 It is the policy of the State Education Resource Center (SERC) that no person shall be discriminated against or excluded from 
participation in any SERC programs or activities on the basis of race, color, religion, age, marital or civil union status, national origin, 
ancestry, sex/gender, intellectual disability, physical disability, political beliefs, or sexual orientation. 
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September 29, 2008 1


SERVICE PLANS IN SERVICE PLANS IN 
FORFOR--PROFIT FACILITIESPROFIT FACILITIES


For-profit private schools do not quality 
as either an elementary or secondary 
school under IDEA (34 CFR § 300.13 
and § 300.36 respectively) and thus, 
you have no responsibility under State 
or federal law to provide Child Find 
activities/services to any of these 
students who are not residents of 
your district’s geographical 
boundaries.


Back to Inside this Issue
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SERVICE PLAN RULESSERVICE PLAN RULES
ELIGIBLE FOR SERVICE PLANELIGIBLE FOR SERVICE PLAN


NOT-FOR-PROFIT Facility (K-12)
Evaluation Responsibility – District where Facility is Located
If Eligible - IEP offered by Resident Town 
If IEP is Refused – student is eligible for Service Plan by Location District


NOT-FOR-PROFIT Facility (Preschool plus at minimum a Kindergarten)
Evaluation Responsibility – District where Facility is Located
If Eligible - IEP offered by Resident Town 
If IEP is Refused – student is eligible for Service Plan by Location District


NOTE:  After the evaluation, if the student is found eligible the district where 
Facility is Located must get parental permission to provide information back to the 
resident town.  If parent refuses, student is eligible for Service Plan by the district 
where the facility is located.
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SERVICE PLAN RULESSERVICE PLAN RULES
NOT ELIGIBLE FOR SERVICE PLANNOT ELIGIBLE FOR SERVICE PLAN


FOR-PROFIT Facility (regardless of grade…Preschool; K-12)
Evaluation Responsibility – Resident Town
If Eligible - IEP offered by Resident Town
If IEP is Refused – student is not eligible for Service Plan


NOT-FOR-PROFIT Facility (Preschool ONLY)
Evaluation Responsibility – Resident Town
If Eligible - IEP offered by Resident Town
If IEP is Refused – student is not eligible for Service Plan
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REGISTERING REGISTERING 
SERVICE PLAN STUDENTSSERVICE PLAN STUDENTS


Please note:
Service plan students need a SASID.
One major hold-up to reporting Service Plan students has been the 
inability to obtain a SASID without the parents of the student visiting 
the Public School and filling out a Registration Form.
Please know that federal and state regulations have no requirement for 
the student to be registered in the district in order to receive a service 
plan.
Districts may have a policy requiring parents to fill out the registration, 
but this policy cannot interfere with the mandatory delivery of special 
education services or with the federal reporting requirements.







September 29, 2008 5


ADDING ADDING 
A SERVICE PLAN STUDENTA SERVICE PLAN STUDENT


Student must have a SASID, which is created in the PSIS Registration Module.


The district where the private school is located must register and un-
register the student in PSIS Registration Module so that their town is 
listed as Nexus District. For SEDAC purposes make sure the following 
fields are filled-in:


Nexus District
Nexus District Entry Date (make sure the entry and exit dates are the same)
Nexus District Exit Date (make sure the entry and exit dates are the same)
exit type ("04", "Transfer to a private, non-religiously-affiliated school in 
the same LEA" or "07", "Transfer to a private, religiously-affiliated school 
in the same LEA“)
fill in a 0 (zero) for the Number of Days of Membership and Attendance


Back to Inside this Issue
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ACES 


The Mission of ACES, a leader and innovator in education, is to empower our students, 


member districts, and other clients to meet educational and life challenges in the 


changing global environment by providing collaborative, customized, cost effective 


solutions to meet identified needs of our educational community. As one of six regional 


educational service centers, we provide high quality educational and support services to 


Ansonia, Bethany, Branford, Cheshire, Derby, East Haven, Hamden, Meriden, 


Middletown, Milford, Naugatuck, New Haven, North Branford, North Haven, Orange, 


Oxford, Regional District #5, Regional District #13, Regional District #16, Seymour, 


Wallingford, Waterbury, West Haven, Wolcott, and Woodbridge school districts. 


 


ACES serves special needs students from various districts, ages birth to 21 years, in our 


own schools and district‐based programs. Our special education schools include: Mill 


Road School (K‐8) for students with severe social, emotional and behavioral difficulties; 


Whitney High School East/West (ages 14‐21) for multi‐handicapped students, Whitney 


High School North (grades 9‐12) for students with serious emotional disabilities; Village 


School (ages 3‐14) for students with a range of cognitive, physical, behavioral, language 


and medical challenges, including our Early Intensive Behavior Intervention program 


for students on the autism spectrum. All of our schools are supported by ACES Pupil 


Services with the related services needed for each student. ACES offers a range of 


District‐Based Collaborative Programs helping district to build capacity in serving their 


special need students. Adult clients (ages 21 and over) are served in our ACCESS 


program. 


 


In addition, ACES provides training and consultation to school district personnel 


through a variety of services: ACES Behavior Services; ACES Extension Therapy 


Services; and ACES Professional Development and School Improvement. 


For more information on ACES, our Special Education schools, programs, and services, 


please visit: www.aces.org.  



http://www.aces.org/schools/spec_edu/mill_road.aspx

http://www.aces.org/schools/spec_edu/mill_road.aspx

http://www.aces.org/schools/spec_edu/whitney_ew.aspx

http://www.aces.org/schools/spec_edu/whitney_north.aspx

http://www.aces.org/schools/spec_edu/whitney_north.aspx

http://www.aces.org/schools/spec_edu/village_school.aspx

http://www.aces.org/schools/spec_edu/village_school.aspx

http://www.aces.org/departments/behavior_services/eibi.aspx

http://www.aces.org/departments/pupil_services/index.aspx

http://www.aces.org/departments/pupil_services/index.aspx

http://www.aces.org/departments/pupil_services/district.aspx

http://www.aces.org/departments/access/index.aspx

http://www.aces.org/departments/behavior_services/index.aspx

http://www.aces.org/departments/extension_therapy/index.aspx

http://www.aces.org/departments/extension_therapy/index.aspx

http://www.aces.org/departments/pdsi/index.aspx

http://www.aces.org/





C.E.S. 


The mission of Cooperative Educational Services is to identify and provide quality 


educational opportunities for educators, students, families, and communities. As one of 


six regional educational service centers, we provide high quality, cost‐effective 


educational and support services to Bridgeport, Darien, Easton/ Region #9, Fairfield, 


Greenwich, Monroe, New Canaan, Norwalk, Ridgefield, Shelton, Stamford, Stratford, 


Trumbull, Weston, Westport and Wilton Connecticut school districts. 


 


Our Special Education Division serves special needs students from various districts, 


ages birth to 21 years, with Autism Spectrum Disorder and other developmental 


disabilities.  


 


Beginnings provides early intervention to infants and toddlers with disabilities and their 


families. The Developmental Learning Center is an alternative special education 


placement for students ages 13 to 21 who fall within the Autism Spectrum Disorder 


continuum or have other severe developmental disabilities. The Preschool‐Primary 


Learning Center is an alternative for children ages three to 12 years who have been 


identified as falling within the Autism Spectrum Disorder Continuum. The RISE 


Transition Program is a regional program for students with limited cognitive 


functioning, ages 18 to 21 years who could benefit from a placement located in a more 


age appropriate versus high school setting. The Therapeutic Day Program is a special 


education school placement for students grades K through 12 who have a variety of 


emotional and behavioral disabilities. 


 


Special Education related services include: Audiology, Behavioral Psychology, 


Education Therapy, Diagnostic/Consultation, Professional Development, and the 


Regional Assistive Technology Center. 


For more information on C.E.S., Special Education and our programs and services, 


please visit: www.ces.k12.ct.us  



http://www.ces.k12.ct.us/page.cfm?p=2512

http://www.ces.k12.ct.us/page.cfm?p=2539

http://www.ces.k12.ct.us/page.cfm?p=2540

http://www.ces.k12.ct.us/page.cfm?p=2541

http://www.ces.k12.ct.us/page.cfm?p=2541

http://www.ces.k12.ct.us/page.cfm?p=2542

http://www.ces.k12.ct.us/page.cfm?p=2542

http://www.ces.k12.ct.us/page.cfm?p=2543

http://www.ces.k12.ct.us/





 


CREC 


Every day, the Capitol Region Education Council works with schools and districts to 


improve the quality of and access to public education. We believe that every student can 


and shall learn at high levels.  Therefore, we provide numerous high‐quality programs 


and services in the area of special education.   


 


Through the River Street School, we offer services to children with autism. At 


Soundbridge, we provide hearing impaired students with comprehensive evaluations, 


audiological maintenance, and day programs. The John J. Allison Jr. Polaris Center helps 


adolescents experiencing emotional and/or behavioral difficulties. The center also offers 


comprehensive mental health intervention, psychiatric evaluation, and outpatient clinic 


services. Polaris also has therapists trained in play therapy and social skills groups. 


  


Our Birth‐to‐Three programs help children with developmental difficulties. Through 


our Integrated Program Model, we provide services to medically fragile children, and 


quality occupational, physical, and speech therapy to districts and families. 


  


We also have consultants to help school districts meet the needs of their students. We 


can provide individual student program reviews, instructional and behavior coaching, 


transition coordination, differentiated instruction, curriculum modification and 


accommodations, and speech/ language services.  We also provide training and 


classroom support on inclusive practices, such as co‐teaching, Response to Intervention, 


standards‐based IEPs, assistive technology, futures planning, and integration of related 


services.  We also provide paraprofessional training aligned with the Connecticut 


standards.  Special education, ELL and other program reviews are also available.  We 


can help you find qualified regular/special education, mental health, and school 


administration professionals for short and long‐term positions. To learn more about 


CRECʹs services, visit us at www.crec.org    



http://www.crec.org/





EASTCONN 


The mission of EASTCONN is to work in partnership with schools and communities to 


develop, provide and support cost‐effective education and training opportunities for 


learners. EASTCONN offers over 160 programs and services across the following areas: 


• Adult Services ‐ promotes and supports lifelong learning for parents, workers, and 


residents of northeast Connecticut. Whether it is high school completion, job training, or 


parenting support, our adult services are designed to develop interests, increase 


abilities, and expand options. 


• Early Childhood Initiatives ‐ works with parents, communities, and schools to ensure 


that all children enter school ready to succeed. To promote the early success of our 


youngest learners, we offer a full array of service options, from community preschool 


planning to accreditation assistance. 


• Organizational Support Services ‐ facilitates collaborative, regional approaches to 


school operations. From cooperative purchasing to regional staff recruitment, we will 


work together to find cost‐effective ways of better utilizing local and regional resources. 


• Student Services ‐ works with local school districts to ensure that all the children in 


our region, from preschool through high school, have access to a rich variety of learning 


opportunities. From in‐district support services to regional schools, EASTCONN is a 


valuable, additional resource for students, parents, and educators. 


• Teaching & Learning Services ‐ works in partnership with educators to improve 


instruction continuously with the goal of increased learning for all children. 


EASTCONN’s educational practitioners offer a broad range of expertise, from 


standards‐based curriculum design to data‐driven school improvement. 


• Technology Solutions ‐ helps schools envision, acquire and maintain technology 


systems that enhance student learning. From on‐site technology integration training to 


data warehousing, we are committed to ensuring that our schools keep pace with the 


accelerating demand for the effective use of technology. 


 







This fall, EASTCONN opened a new northeast Connecticut program for primary‐grade 


students who have been diagnosed with autism spectrum disorders (ASD) and related 


disabilities. This new site‐based program, called the Integrated Service Program (ISP), 


which will serve northeastern Connecticut students, principally those in kindergarten 


through second grade. The program will be housed at Coventry Grammar School, which 


will allow young ISP participants important access to inclusive opportunities in a public 


school setting. 







EDUCATION CONNECTION 


The mission of EDUCATION CONNECTION provides quality programs and services 


for people of all ages to effectively support our schools and their communities.  As one 


of six regional educational service centers, we provide high quality educational and 


support services to Barkhamsted, Bethel, Brookfield, Canaan, Colebrook, Cornwall, 


Danbury, Kent, Litchfield, New Fairfield, New Milford, Newtown, Norfolk, North 


Canaan, Plymouth, Redding, Region #1, Region #6, Region #7, Region #12, Region #14, 


Region #15, Salisbury, Sharon, Sherman, The Gilbert School, Thomaston, Torrington, 


Watertown and Winchester school district. 


 


EDUCATION CONNECTION serves special needs students from various districts, ages 


birth to 21 with Autism Spectrum Disorder and other developmental disabilities. 


Alternative Education Programs  


The ACCESS program 


 A therapeutically based academic day program that is designed to meet the needs of 


middle/school/high school students with emotional and behavioral challenges who have 


difficulty in a mainstream school setting.  All students receive individual and group 


counseling, as well as, taking all classes required for graduation.  The program and 


classes are designed to meet the individual academic and therapeutic needs of each 


student attending.  


Gertrude Fielding Learning Center 


A therapeutically based academic day programs that is designed to meet the needs of 


elementary students with emotional and behavioral challenges who have difficulty in a 


mainstream school setting.  All students receive individual and group counseling, as 


well as, taking all classes required for graduation.  The program and classes are 



http://educationconnection.org/new/programs/prog_alternativeeducation.php





designed to meet the individual academic and therapeutic needs of each student 


attending.  


Project SUCCEED  


A regional special education school program designed to meet the educational needs of 


students with complex medical needs who are medically fragile and/or multi‐


handicapped.  The program uses a reverse mainstreaming model that allows the 


students to experience a broad range of experience that cover the educational spectrum.  


A developmental curriculum is used along with a variety of communication devises to 


help all the students maximize the educational experience.  


Early Childhood Services 


Our Birth‐to‐Three program, Seed (Services for Early Education and Development), and 


TLC (Teach, Learn, Communicate) deliver early intervention services to infants and 


toddlers with developmental disabilities including Autism.  Services include home 


visits, comprehensive developmental evaluations and ADOS (Autism Diagnostic 


Observation Schedule) assessment.  


EDUCATION CONNECTION provides training and consultation to school district 


personnel through a variety of services including preschool special education summer 


school, professional development for teachers and paraprofessionals and in district 


coaching for teachers working with children in the autism spectrum. 



http://educationconnection.org/new/programs/prog_earlychildhood.php





 


LEARN 


LEARN is one of six regional educational service centers in Connecticut and provides 


high quality educational and support services to Chester, Clinton, Deep River, East 


Haddam, East Hampton, East Lyme, Essex, Groton, Guildford, Ledyard, Madison, 


Montville, New London, North Stonington, Norwich, Old Lyme, Old Saybrook, Preston, 


Salem, Stonington, Waterford, Westbrook, Region #4, Region #17 and Region #18. 


 


LEARN provides a continuum of Special Education services for children in preschool 


through high school.  An ongoing commitment to support and educate children with 


disabilities in their home communities is exemplified by LEARN classrooms which are 


located in community settings throughout the region.  Partnerships with local school 


districts and communities are essential to enhancing students’ access to quality 


education, including trainings and supports for in‐district teachers, families and 


communities.   


 


As LEARN is dedicated to aligning with local community’s vision, services are carefully 


tailored to student needs and the unique community resources.  Common 


configurations for LEARN classroom based services include Reaching Independence in 


Community (RICHES), which includes community based functional life skill learning; 


Intensive Service Programs which include ABA Consultation in Applied Behavior 


Analysis (ABA) by the BCBA – Board Certified Behavior Analyst and BCABA – Board 


Certified Associate Behavior Analyst staff in the ISP School Support Network, Clinical 


Day Treatment (CDT) for students with significant emotional and behavioral challenges 


and a range of Extended School Year (ESY) services. 


 


Applied Behavior Analysis Competency Based Training is provided monthly and in the 


summer by the LEARN Board Certified Behavioral Analyst and Applied Behavior 


Analysis Network staff.  LEARN Special Education Department provides contracted 
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services for Speech, Occupational Therapy, Physical Therapy and Nursing as needed.  


Parents, Families and local agencies are involved with LEARN Special Education.  The 


program maximizes students’ ability to grow, learn and thrive.  


 


For more information on LEARN, our Special Education programs and services, please 


visit: www.learn.k12.ct.us 
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